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DEDICATION
To my father, my captain, my friend.
No store sells gifts for father and son
we made our own: he gives me roots;
I give him branches.
’Why did he climb Mount Everest?
Because it was in his way. ”
Joy Carol McCarty
FOUR-FOURTHS
Arithmetic is saved. My little daughter, sparing with
beliefs, beyond her eyes, came laden with a heresy:
Could the teacher’s tales of fractions be devil's lore?
Drama smothers doubt, as all long churches know:
With a notebook page, I folded, tore, showed four fourths,
then jigsawed pieces back again to shape the whole.
Now, lost in thick sleep, she lies devout,
her silk-haired brow smoothed by my paper trick.
Four-fourths is one. She knows. She saw it.
Well, I never doubted it until I proved it. Now,
in the wheel of light at the dining-room table,
I sit among my alases, wondering what I have glibbed this time.
Shuffling the question with the debris of proof.
I see I have told, and been told, too many fairy stories;
nothing in the eye of night believes them,
for Truth grows up, and equals is not is.
- Child, my child, who should know this deeper than we two,
that what is torn grows edges, is separate forever?
Listen: Nothing is joined for being side by side, however
touching,
All Ones are irretrievable, by law or prayer. And
everyone always sometimes cries of it.
This is all I really know, love -
what I said is only stuff I learned at school.
Maggie Rennert, Saturday Review
,
October 5, 1963, p. 17.
[Copyright, 1963, Saturday Review . Reprinted by
permission. ]
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CHAPTER I
INTRODUCTION
Many people in this country have grown up with the concept that each of
us has an obligation to leave this world a better place than he found it. As
large numbers of people commit themselves to the improvement of human welfare
through the Peace Corps, Vista, ecological action groups, and similar
organizations and movements, the problems of poverty, pollution, crime, and
war seem to be becoming more pervasive. It is hard to tell whether this stems
from an actual rise in the degree of the world's problems, or whether it is an
appearance created by our newly awakened and exacerbated awareness, or both.
However, much of the blame for the apparent failure of civilization to ameliorate
and even prevent these problems is often placed on the educational systems in
society. Many young people are choosing to enter the field of education in an
effort to reverse the tide: they would like to change the state of the profession,
take an active role in the forging of a healthy society.
Unfortunately, most of the training programs which they must go
through in order to enter the profession have not reorganized themselves with
the view of enabling these students to accomplish those goals. While the
training programs recognize some of the problems in the school and in society,
2they seem to have sought solutions to those problems by attempting to become
more efficient at doing what they have always done. And it is distressingly
obvious that what they have always done, regardless of how well they did it,
is not the road out of the woods. More and more educators today are
recognizing that what are needed are new approaches to the problems and
new goals. They are asking fewer questions about what skills and knowledge
children should acquire to survive and to "fit in" to society, and are asking,
more often, questions pertaining to the best atmospheres for learning, the best
environments for personal growth.
Some educators, frustrated by the bureaucracy which obtains in formal
public education, have on their own begun experimenting with new strategies.
They are at the borderlines, testing the limits. They have broken the sacrosanct
boundaries of the self-contained classroom and have moved their classes into
hallways and storage rooms and other locations. They have broken past the
traditional rules of student/teacher interaction and are exploring their own
selves in order to become more responsive to the feelings and emotional needs
of their students. Some, like Herbert Kohl, Jonathan Kozol, and George
Dennison, have written books sharing such experiences with others. Many,
more quietly, continue to make their lives and the lives of their students more
satisfying by instituting whatever changes they are capable of with the goal of
human growth, attempting to do so without "rocking the boat. "
The author, challenged by his own experiences as a classroom teacher,
3decided that the best way tor him to try to move educational institutions toward
humaneness considering his perceptions of the problems and of his own
resources, was to train prospective teachers in skills and behaviors which might
foster personal growth.
The purpose of this study is to test a personal growth program of
teacher training and to determine whether or not measurable significant changes
in self-concept and related attitudes would occur to a group of fourteen teacher
trainees in such a program.
This paper Arill present a discussion of the problem, a review of the
major literature pertaining to it, describe a teacher education model designed
for personal growth and report on the evaluation of the application of that model.
The Problem
Teacher training programs tend to focus on the development of
competencies which have been rather narrowly defined as constellations of
skills and knowledge. Courses are usually offered in foundations, history,
psychology of learning, methodology, and practice teaching. There is little to
indicate that this type of training sequence produces good teachers.
One of the problems inherent in measuring good teaching is that the
goals of teaching are rarely clearly articulated. Not only are there frequent
discrepancies between what is taught and what is measured, ("We teach
children how to use the resources of the school such as the library, dictionary,
4etc.
,
" then we test what the student remembers) but major discrepancies
between what the product should be (how the child should behave) and the
curriculum. Most schools say they want to produce responsible citizens who
respect the rights of others, but provide only token experiences by which
students can feel that their rights are respected. In fact, in most schools,
students are encouraged to forget that feeling is a right.
As unfortunate as it may be that education frequently follows the
lead of industry, some current breakthroughs in industrial production
efficiency may have some exciting ramifications for education. Recently,
big business has learned that technology has limits in the reduction of errors
in production. In their striving for "zero errors, " business has learned that
there is a certain irreducible minimum of errors that can only be prevented
by dealing with the emotional aspects of their employee's lives. They learned
that the problems, concerns, and anxieties of their workers must be dealt with
in order to approach zero error production.
In schools the problem is more acute. Youngsters are less certain
about their identities, have less sophisticated defenses against unwanted
intrusions, and have less control over their environments (it is against the law
for a child to quit school when he is 7 or 10 years of age). It is highly likely,
therefore, that (and what authors like Kohl (1969), Dennison, (1969), and Kozol,
(1967) are suggesting) attention to the feelings of children, or to their right
to feel, opens the children to wider experiences, makes them more willing
5to learn. Beyond these suggestions, however, is the implication that these
open attitudes of students will more likely result in responsible citizens than
closed attitudes. Later in this chapter, a review of a number of works which
amounts to a mandate to encourage these attitudes will be presented. This
author and his colleagues have accepted the charge by attempting to design an
undergraduate teacher training program to produce teachers who will encourage
these attitudes.
But even a clearer set of goals does not eliminate the difficulties of
training teachers. In 1929, the American Association of School Administrators
set up a team to review the research regarding good teaching traits and reported
that they could find no specific trait exclusively associated with good teaching,
(Ellena, et al
.
,
1961).
In addition to the difficulties in setting up a theoretical model of good
teaching there are practical difficulties which present themselves. Combs
(1965) states:
It is a fallacy to assume that the methods of the
experts either can or should be taught directly
to beginners. It is seldom that we can determine
what should be for the beginner by examining what
the expert does well.
6Some of the methods used by the experts can
only be used because he is expert.
.
. Some
methods cannot even be comprehended without
adequate prior experience. One must grow to
achieve them.
The creation of long lists of competencies
is likely to be deeply discouraging to the young
teacher.
. . evaluations of "goodness" or
"badness" become attached to methods and
students thereafter are expected to judge their
adequacy in these terms. The net effect is to
set such impossible goals of excellence that no
one can ever hope to reach them.
Discouraging and disillusioning as the
"competencies" approach is for the young
teacher, it has equally unhappy effects on the
older ones. A vast complex of competencies,
all of which are demanded as criteria for good
teaching, leaves the individual defenseless before
criticism. No matter what he does well, it is
never enough ! There is always so much more that
he might have done, or should have done, that he
can rarely find pleasure or satisfaction in his
accomplishments. Add to this the fact that many of
the competencies demanded do not fit the particular
personality, and so could probably never be achieved
anyhow, and the defeat of the individual becomes
almost inevitable. In time, the feeling of inadequacy
produced by continual failure to meet impossible
goals undermines guilt-ridden teachers suffering from
a secret feeling of being "too little and too late. "
It should not be surprising if after years of this kind
of experience the will to try shrivels and dies.
(pp. 4-6).
Combs goes on to conclude that good teaching has a personal character;
that we can not attempt to train for a "common uniqueness"; that we must
do more in the direction of a concept of "self as instrument. "
Instead of attempting to define a "good" teacher by his manifested
7behaviors, Combs suggested that we define him through the results be obtains.
Thus we are concerned with his effectiveness.
We may define the effective teacher formally as
a unique human being who has learned to use
himself effectively and efficiently to carry out his
own and society's purposes in the education of
others, (Combs, 1965, p. 9).
We must therefore begin to design teacher training sequences which
attempt to enable each individual to utilize competency constellations in
unique, personal, and integrated ways.
Those teacher training programs which have attempted to change in
this direction are limited in number. Some offer personal counseling to the
students; others offer some planned interactions between students (problem-
sharing sessions). Very few programs are organized with a deliberate view
toward the enhancement of the students' personal growth as the controlling
focus of the training sequence.
Background of the Problem
In a world replete with revolutions, it is certain that we will find
many in the field of education. Students, teachers, and parents are beginning
to demand more of schools than the traditional "three R's": Humaneness,
flexibility, relevance, openness to change, pleasant feelings are all expectations
newly rising in schools. No longer are all members of school communities
pasively accepting the textbook skills and precepts so long offered in schools.
.Parents are demanding to be heard and to be spoken with as equals; students
8are demanding to be heard and to be dealt with as people; teachers are
demanding to be heard and to be dealt with as professionals and as human
beings. It is probable that in this "revolution of rising expectations. " all
members of the community and particularly the teacher, would be aided by the
development of his ability to relate to other people.
The increasing demand for more humane institutions and more
humanistic teachers (Hart, 1969; Schein and Bennis, 1965; Scobey and Graham,
1970 ); suggests the conclusion that programs must be developed to prepare
teachers to function in new ways.
Some educators have rushed to accept the challenge, but for reasons of
eagerness, or ignorance, the designs have been slovenly conceived, carlessly
executed, and badly reported. Much of what has been tried has not been
adequately planned or assessed. The consequence is that what little reporting
there is tends to be of little value to others in the field. Ebel (1969) points
out that:
Teacher education programs have been studied
more than researched. Innovations have tended
to be implemented and imitated with a minimum
of evaluation. Practices and procedures have
evolved rather than developed through controlled
experimentation, (p. 1414).
It is not beneficial to merely "tack on" a few humanistic activities to
existing programs; rather it is necessary to design a deliberate humanistic
teacher education component and test it, (Dickson, 1967). The writer is
acquained with several teacher education programs which chose the "band-aid"
9approach: when complaints arose about the lack of any attention to affective
or humanistic concerns, weekly one-hour "share your experiences" sessions
were instituted. Not all approaches are as haphazard, of course.
In the belief that, "developing humane capabilities is an educational
imperative," (ASCD 1970 Yearbook, p. ix), the ASCD devoted its entire 1970
yearbook to an exploration of the meanings of humaneness and some
methodologies for nurturing it.
To understand this study, the reader must be clear about what is meant
by affective education. As it is used here, affective education refers to the
emotional or feeling aspect of experience and learning. How a person feels
about wanting to learn, how he feels as he learns, and what he feels after he
has learned are all integral parts of this domain, (Brown, 1971). But it is
not just the person's feelings in vacuo that are considered: it is his feelings in
relation to his activity, his surroundings, his peers, his goals, his perceptual
environment.
Affective education attempts to help people fulfill their potentials as
human beings, and affective teacher education focuses that intention by providing
a nourishing environment for the development of people whose goal is to enter
the teaching profession. A corollary goal is to expose these people to and
train them in techniques and strategies which will help them help youngsters
achieve the same ends.
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Teacher education is the education of people who are concerned with
their behavior as a practical rather than academic issue, who want to be
practitioners rather than scholars
.
Everyone is familiar from his own behavior with
the fact that there is a considerable gap between
knowing and behaving. Most of us know a great
deal better than we behave. Possessing knowledge
is no guarantee that a person will use it. So, too,
is there a difference between the scholar (knower)
and the practitioner (behave r). The education of the
scholar is essentially directed toward content: the
acquisition, organization and understanding of
information. The goal of the practitioner is the
effective use of knowledge. For the scholar, content
is crucial. For the practitioner, application is the
heart of the task, (Combs, 1965, pp. 25-26).
People can be given power to control their own behavior and to learn alternative
ways of behaving through self-awareness and through opportunities for "trying
on" new behaviors in safe contexts.
The student teacher wants to be a practitioner. Because he is called
upon to learn many complex new behaviors and, what is more difficult, to be
able to orchestrate them into meaningful sequences, he needs to develop a
repertoire of relevant teaching behaviors from which he can choose at critical
moments in the classroom. He must develop his abilities to relate to peers,
superiors, and to his students. He must become aware of himself in order to
accomplish these tasks, (Silberman, 1970; Jersild, 1955). In the writer’s
experience, most intern teacher’s expressed needs are inter- and intra-personal.
"How do I handle discipline?"; "My cooperating teacher doesn't treat me as a
11
professional. » Soper and Combs (1963), found that both good and bad teachers
were equally capable of describing the characteristics of a good helping
relationship. Apparently, it is not merely a matter of imparting knowledge
about helping relationships, we must learn to help people translate this knowledge
into complex constellations of behavior. A training sequence designed to
accomplish this should revolve about constant experience. The intern should
be involved as an active participant in all facets of the program, rather than,
as is more usual, merely being for the most part a passive recipient of its
benefits.
The interconnectedness of the many facets of behavioral and intellectual
changes which must be learned suggests that programs designed to help achieve
these goals have the flavor of totality in their experiences. Students must be
involved in the program itself: decisions regarding the program and the
students should be accessible to some student participation if we are to counter
the increasing feeling of alienation among university students. Students should
be involved with their clients: early and continuous contact with children seems
necessary in order to maintain trainees' motivation; to help those only marginally
committed to discover if they wish to continue in the profession; to maintain the
reality of the training (diminish its abstractness).
Furthermore, students are justifiably complaining about hypocrisy in
their education sequence: "My professor violates his own precepts by the
method he chooses to teach them to me. " There must be consistency between
12
the goals we teach the students to strive for in their classrooms and the
method by which we impart those goals to them.
If we accept the dictum of ’’third force psychology” that people are
always motivated to become as adequate as they can, and that behavior is a
function of perception, we must abandon attempts to mold, inculcate, and
purvey facts and skills, and take a posture in which we help a student explore
his inner being, tap the wellspring of his own motivation. If we, and the
student, begin to understand his perceptual world, we can then begin to have an
effect on his behavior, (Combs and Snygg, 1959; Maslow, 1962; Rogers, 1958).
Korzybski (1938) established one of the basic principles of semantics:
the map is not the territory. But people tend to behave as if their internal
maps of the world had a one-to-one correspondence with the reality the maps
are intended to symbolize. The possibilities for breakdowns in communication
which this fact suggests are unlimited. In addition, there is the great potential
for inappropriate behavior based upon inadequate perception. What one man
defines as a flower, and thereby cultivates assiduously, another would define
as a weed to be discarded. Rosenthal and Jacobson (1968), in Pygmalion in
the Classroom
,
present a lengthy catalog of educational mishaps based upon
this phenomenon. If as both persons and teachers, our success in behaving
and communicating depends on the accuracy and completeness of our per-
ceptions it would seem a worthwhile endeavor to attempt the deliberate
improvement of those perceptions by some training scheme. A key aspect in
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in this is the self-concept which may represent the most important single
influence affecting an individual's behavior, (Combs, 1965). If an intern
has learned to see herself as an effective teacher of history, she will tend to
behave in ways consistent with that view. She will display a positive attitude
towards that subject, read extensively in it and feel confident about experimenting
with new techniques. It is a self-fulfilling prophecy; that people tend to behave
in ways congruent with how they perceive themselves. That relationship was
demonstrated by Ryans.
Ryans (1954), in a study of teachers' characteristics which involved
some 6,000 teachers in 1,700 schools and 450 school systems, found that
there were clear differences between the self reports of high emotional stability
teachers as compared to low emotional stability teachers. For example the
more emotionally stable teachers: (1) reported that self confidence and cheer-
fulness were their dominant traits; (2) reported that they enjoyed contact with
other people; (3) expressed interest in hobbies and handicrafts; (4) reported that
they had had happy childhoods. The low emotional stability teachers expressed
less self confidence; were more directive and authoritarian; seemed to prefer
less contact with others; and reported that they had had unhappy childhoods.
How people feel about themselves influences strongly how they behave toward
others. Ryans also noted that outstandingly "good" teachers had the following
five significant differences from notably "poor" teachers: (1) more positive
opinions of students; (2) more positive opinions about democratic classroom
14
behavior; (3) more favorable opinions about administrators and other colleagues;
(4) more expressed liking for personal contact with others, and (5) more positive
estimates of other people in general.
As Hamachek (1971), has pointed out:
It comes as no surprise to any of us that how we
perceive others is highly dependent on how we
perceive ourselves. If a potential teacher (or
anyone else for that matter) likes himself,
trusts himself, and has confidence in himself,
he will likely see others in this same light.
Research is beginning to tell us what common
sense has always told us, namely, students
grow, flourish, and develop much more easily
when in relationship with someone who projects
an inherent trust and belief in their capacity to
become what they have the potential to become,
(pp. 201-2).
The literature (which will be cited in more detail in Chapter II), is
replete with studies which reached similar conclusions about the way good
teachers typically see themselves. Good teachers see themselves as identified
with people, as basically adequate and able to cope, as trustworthy and reliable,
as wanted and likeable, as dignified and integrated.
There is evidence to suggest that good teachers, with their more positive
view of self and others, have a significantly different effect on students' behavior
and achievement as compared to poor teachers. For example, Davidson and
Lang» (I960), in a study of children in grades four through six, found that those
children with positive self-concepts were more likely to be among those who saw
15
their teachers as having positive feelings toward them and that the more
positive their perception of their teachers’ feelings, the greater their
academic achievement.
Thus it would seem that an important mandate which teacher education
must attempt to carry out is the augmentation of the self-concept of the teacher
and of his ability to perceive others accurately and relate effectively with them.
The Program
The staff of the Model Elementary Training Sequence (METS) attempted
to design a training program which would have continuous feedback to improve
each person’s perceptions of what is occuring and repeated experiences of
success to enhance the self-concept.
Also, the METS staff felt that a teacher training program should be in
many ways indistinguishable from a human training program. Educational goals
are not distinct from human goals. If we took the narrow position that it was our
business only to produce teachers, however qualified, we would have had to then
discard those deemed unfit by whatever criteria we were using. If instead we
decided to create a program, the function of which was to assist human beings
in their process of becoming, only some of whom would go on to become
teachers, we would be free from certain problems which bedevil most training
programs. We diminished the amount of "playing for grades” because our
learning experiences could not have an evaluative flavor and still succeed. We
dealt with a broader range of behaviors and interests than just the ability to
teach the binomial theorem or whether or not the intern knows three books useful
16
for remedial reading.
Students, in the program presented here, had very early contact with
children and schools; they were subjected to much feedback from peers, staff,
and self, concerning their behavior. This had a strong effect on their decision
to remain or to leave the program and the profession. Instead of cramming for
exams (and forgetting immediately afterwards) we had students whose motivation
for learning the material was continuous and real: they were working with
children and needed to know
.
Instead of being concerned mainly with the appearance of success and
preparing one atypically superior lesson (often with the help and connivance of
the cooperating teacher) each time the supervisor came to observe, they found
themselves being concerned with improving the quality of their teaching per-
formance. The supervisor's role changed to one of an advisor/counselor.
"How satisfied are you with your own performance ? How are the children
reacting to you?” are questions he asked. Certainly he contrkmted his own
observations, but he was most concerned with tapping into the intern's own
need to achieve adequacy in their own eyes.
If the credentialling authority had remained in the supervisor and/or
the cooperating teacher, as in current practice, the relationships in this triad
would have been seriously impaired. A detailed discussion of the METS
evaluation policies and procedures is presented in Chapter III and Appendix I.
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Summary
Although the need for a more humanistic education is beginning to be
felt in the schools, school personnel will often plead examination pressure and
concerns related to academic achievement as the reasoning behind their un-
willingness to attempt it. But it may be that the twin goals of academic
achievement and human growth are not in opposition. In a study by Staines
(1958), two elementary classes were matched for intelligence, socio-economic
class and age. In one, the teacher deliberately attempted to help students see
themselves as purposive, planning, responsible, and choosing individuals. It
was considered important that the student should see himself as adequate and
causal and at the same time learn to differentiate between his strengths and
weaknesses. The second teacher was judged to be equally effective but his
methods were not specifically designed around self-concept variables. His
teaching was characterized by high pressure, a strong personal emphasis, a
stress on correctness, and on the serious consequences of failure with an
emphasis on passing examinations.
At the end of the experiment, his students showed greater signs of
insecurity. In the realm of academic achievement, the first teacher's students
showed slightly greater mean improvement than the second teacher's students in
standardized reading and numerical tests. There is, therefore, at least some
evidence that at least equally good academic results can be obtained while
simultaneously helping students achieve lower anxiety and a more positive self-
18
image. Hamachek (1971). summarizes, "We teach what we are. not just what
we say. We teach our own self-concepts far more often than we teach our
subject matter, " (p. 208). Few of us remember today enough to pass the
same twelfth grade final examinations which we got through years ago in order
to graduate from high school. Almost all of us, however, can remember with
amazrng detail, the personalities (and our reactions to them) of many of our
high school teachers. Most can recall how it felt to be a student in those
classrooms.
The power and meaningfulness of the relationship between student self-
image and behavior on the one hand, and teacher self-image and behavior on
the other, provided the impetus for the development and testing of the METS
(Model Elementary Training Sequence) program. This program attempted to
provide for the personal growth of intern teachers and to measure that growth
in terms of the interns' self-perceptions. The elements and construction of
that program are outlined in considerable detail in Chapter III. The design of a
study to measure some of the effects of that program is described in Chapter
IV and an analysis of the results and the conclusions and recommendations drawn
from the study are presented in Chapters V and VI, respectively.
19
CHAPTER II
SUMMARY OF RELATED LITERATURE
In this chapter the need for humanistic education, the relationship of
the goals and assumptions of humanistic education to effective teaching, and the
characteristics of a humanistic training approach to teacher training will be
outlined.
The Need for Humanistic Education
The demand for more humane institutions and more humanistic
teachers is becoming increasingly visible. Critics and educators, such as
Borton (1970), Brown (1971), Fantini and Weinstein (1968), Hentoff (1966),
Holt (1964), Postman and Weingartner (1969), and Silberman (1970) point
toward the mindlessness and dehumanization often found in current schools and
classrooms. The apparent failure of progressive education (Rollin, 1970),
the shock of Sputnik and the consequent heavy emphasis on cognitive learning in
science and math, have led toward the development of schools in a factory
concept: their goal is the production of physically healthy efficient workers in
a technological society. This lopsided curriculum largely ignored the affective
domain and the related goal of producing integrated, whole, and happy human
20
beings. These writers suggest or imply that the development of humanistic
curriculum methodology, and training would go a long way toward the achieve-
ment of the latter goal.
The past few years have seen dramatic manifestations of strong
polarization between school and student. Sit-ins, take-overs, riots, violence,
and even death have marked explosively the arise of awareness by students of
the failure of educational and societal institutions to recognize the humanity of
their clients. Students in universities are recognizing their own alienation; they
feel disconnected from their peers and fromthe controls of their own destiny.
The disturbances in schools (even elementary and secondary schools as well as
universities) may be, at least in part, a reaction to this sense of alienation.
They seem to be attempting to make their educational environment responsive
to their needs. The relationship of organizational structure and the existence
of alienation, (Aiken and Hage 1966), apparently is understood by them since
they are attempting to change the organizational structure of the educational
institutions which they attend.
Seeman (1959) describes five types of alienation: powerlessness,
meaninglessness, normlessness, isolation, and self-estrangement. The
remedies, suggested by Seeman, provided an outline for the construction of
educational programs designed to meet the needs of a newly aware student
constituency: (1) provision for feelings of student power; (2) provision for a
high expectancy that satisfactory predictions about future outcomes of behavior
21
can be made; (3) provision for the establishment of clear norms and socially
acceptable ways to meet them; (4) provision for connectedness and for immediate
rewards for current behavior. Self-estrangement, according to Seeman, comes
about when the individual becomes dependent on future rewards for a given
behavior (in other words, has to deny himself and his current being).
Into the breach between the rise of student self-awareness and the
perception of the failure of traditional educational systems to deal with this
rising awareness, came the proliferation of human relations training programs
and emerging methodology in humanistic education. As Zeevi (1970) summarized
The development of group training programs
during recent years is largely due to: (1) the
intensified alienation of individuals from a
conflict-torn society; (2) the concern of social
scientists about the alleged inadequacy of the
traditional services through which individuals
have been receiving help; (3) the growing re-
alization that man functions at a mere fraction of
his potentialities; and (4) the proposition that
today, more than ever before in our recent
history, man needs to have the opportunity
to develop his potentialities, not only for his
emotional survival in the present but also for
his future if he is to live a meaningful life, (p. 11).
Humanistic education has as its basic goal the expansion of human
awareness. This process was termed "aware-ing" by Beatty and Clark (1962)
who said:
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Aware-ing is an innate potential of man. It
must go on, just as the heartbeat of any auto-
matic process must go on. It is a process
essential to life.
. . The human is knowing
,
and only in knowing does he continue to
survive. It is the aware-ing of alternative
courses of action, of consequences, of states
of ones' own organism and the environment
which shapes behavior and learning, (p. 3).
That such a process is innate or automatic was supported by Harlow (1953), and
Maslow (1954). Maslow suggested that motives for personal growth arise when
a person's needs are satisfied in the areas of safety, ego, and relatedness.
Combs and Snygg (1959) advanced the supporting notion that the individual is
always striving toward his own adequacy. As Combs (1965) put it, "Everyone
is always motivated to be and become as adequate as he can be in the situations
as he sees them. Students may not be motivated as their teachers would like,
but they are always motivated in terms of their own basic need, " (p. 16).
It has always been a "show goal" of education to help children grow as
people. However, it has rarely been actualized in the form of a deliberately
designed and major part of the curricula. Fantini and Weinstein (1968) proposed
a tri -partite model of curriculum organization to accomplish this. The three
tiered model which they suggest is organized as follows: Tier I w^ould deal
with skills and knowledge development; Tier II with individual talents and
interests, and Tier III with explorations of self and others. In Tier III the
deliberate activity of the school would be devoted to "expanding the child's
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behavioral repertoire for dealing with his concerns for identity, connectedness,
and power. In this Tier the onljr subject matter is the child and his negotiations
with himself and others, " (Ivey and Weinstein, 1970, pp. 5-6).
If we accept the need for more humane institutions and a more
humanistic curriculum, it would seem evident that there is a corrollary need
to train the staffs of such institutions to function in new ways, (Ojemann, 1965).
Dobson and Hawkins (1967) state that elementary school student
teachers need a variety of strategies for dealing with behavioral problems but
which also recognize the dignity and worth of the individual child. They call
for the development of teacher education programs psychologically oriented
toward the humanization of the elementary school. They also point out that
for the teacher to satisfy Jersild's injunction to know the pupil as a person
(1955), he must begin to know himself and they conclude that a teacher must
have an adequate self-concept and an acceptance of himself if he is to sensitively
relate and interact with students.
Borton (1970) identified the need to teach increasingly sophisticated
processes for coping with student concerns.
Humanistic Education and Effective Teaching
Humanistic teacher education has two general goals: (1) to help the
pre-service (and in-service) teacher in his striving for personal adequacy and
growth; (2) training him to help his students toward that growth. The relation-
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ship between these two goals is amply demonstrated in the literature. For
example, in a study by Anderson (1945), the teacher's classroom personality
and behaviors had direct influence on the behaviors of the children taught.
Teachers who used dominative techniques produced aggressive and antagonistic
behaviors in pupils who turned these behaviors on both teachers and peers.
Glidewell (1961) raised questions about the effectiveness of teachers who deny
their own feelings. The needs and feelings of teachers were apparently
important as those of the learners. Medley and Mitzel (1963) stated that the
learning in a classroom is dependent on three complex variables: the pupils,
teachers behaviors, and teacher personality.
Heil, Powell, Feifer (1960) found that using achievement test scores as
their criterion, "well integrated" teachers were most effective with all types
of students, while two other teacher types ("fearful" and "turbulent") were
successful with only certain types of students.
Hamachek (1971) summarized a large number of studies comparing
teacher effectiveness and personality with student self-concept and academic
adjustment, saying:
The evidence seems quite clear when it comes
to describing good or effective teachers on
the basis of personal characteristics.
Effective teachers appear to be those who are,
shall we say, "Human" in the fullest sense of
the word. They have a sense of humor, are
fair, empathetic, more democratic than
autocratic, and apparently can relate easily
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and natural^ to students on either a one-to-
one or group basis. Their classrooms,
are open, spontaneous, and adaptable to
change, (pp. 197-8).
He goes on to relate effective teaching with the teachers' positive perception of
self and others.
Dimensions of Humanistic Training for Teachers
Schutz (1967), referring to human relations training, differentiates
such programs from therapy ('inaking sick people well") into ("making well
people better"), (p. 10). Humanistic training for teachers has as its intention
the improvement of intra- and inter-personal functioning of already functioning
individuals.
Group training programs for human growth have a common ancester in
the T-group, (Bradford, Gibb, and Benne, 1964). The assumptions on which
T-groups and other group training programs are based were summarized by
Campbell and Dunnette (1968) in this way:
1. A substantial number of group members, when con-
fronted with others' behaviors and feelings in an
atmosphere of psychological safety, can produce
articulate and constructive feedback.
2. A significant number of group members can agree
on the major aspect of a particular individual's
behavior exhibited in the group situation. . . A
certain degree of commonality is necessary if the
feedback is to be helpful for the individual.
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3. Feedback is relatively complete and deals with
significant aspects of the individual's behavior,
4. The behavior emitted in the group is sufficiently
representative of behavior outside the group so
that learning occurring within the group will
carry over or transfer.
5. Psychological safety can be achieved relatively
quickly (in the matter of a few hours) among
either complete strangers or among associates
who have had varying types and degrees of
inter-personal interaction.
6. Almost everyone initially lacks inter-personal
competence; that is, individuals tend to have
distorted self-images, faulty perceptions, and
poor communication skills.
7. Anxiety facilitates new learning.
8. ... transfer of learning occurs between the
cultural island and the "back home" situation,
(p. 77).
They point out that the validity of these assumptions has not yet been tested due
to the extremely complex processes involved.
Many of these same assumptions underly teacher training programs.
The primary learning tools used by such programs are feedback, modeling, and
community.
Bradford, Gibb, and Benne (1964) describe "the powerful effect of
instantaneous feedback concerning the effect of the learner's exploratory
response. In learning about the effect of his behavior on other people, the
learner needs to have some more or less immediate report of the effects of his
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response to the others, (p. 25).
Through feedback the learner can improve and make more accurate
his predictions of other people's behaviors and motivations and develop more
realistic expectations. Fesback and Singer (1957) found that the direction of
perceptual distortion depended at least partly on the expectations held by the
perceiver. Thus, a teacher who learns to have more realistic expectations
will probably have fewer distortions in his perception of children and others.
Solomon and Berzon (1958) state that "intervention into the life of a
troubled person by a person trained in a helping profession may not actually be
as helpful as intervention by an empathetic, accepting, congruent untrained
individual, " (p. 2). They also make the point that a group or community can
provide a number of such persons and that intervention can become more
meaningful when given through an atmosphere of trust provided by the community.
As stated by Bradford, Gibb, and Benne, (1964), it is one of the characteristics
of group training "to mobilize group forces to support the growth of members
as unique individuals simultaneously as their growth as collaborators, " (p. 2).
Bandura (1969) outlined the power of model behaviors in the establish-
ment of new behaviors within individuals. Gallagher (1965) and Carkhuff (1968)
emphasized the importance of modeling in teaching specific skills and the
necessity for consistency for what is modeled and what is said.
Group training programs in humanistic teacher education have the
- three teaching tools described above built-in to their structure. There is, or
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should be, provision for continuous feedback, behaviors modeled for others to
try out, and a community structure to provide support, safety, and meaning-
fulness.
In addition to these three training tools, Mann (1962) and Argyris (1967)
point out that human relations workshops, T-groups, and the like have to
consider the real-life context of the participants. It is not enough for behaviors
to change under laboratory conditions, changes must be transferable to the
real world. Thus an effective humanistic teacher education program should
attempt to provide a multiplicity of contacts with the real world in which
behaviors generated within the program can be safely practiced.
Another characteristics of a humanistic teacher education program is
autonomy. Boy and Pine (1971) conclude that learning and personal growth are
facilitated when the learner has a large measure of free choice. They go on to
list thirteen conditions which facilitate learning:
1. Learning is facilitated in an atmosphere which
encourages people to be active.
2. Learning is facilitated in an atmosphere which
promotes and facilitates the individual's
discovery of the personal meaning of ideas.
3. Learning is facilitated in an atmosphere which
emphasizes the uniquely personal and subjective
nature of learning.
4. Learning is facilitated in an atmosphere in which
difference is good and desirable.
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5. Learning is facilitated in an atmosphere which
consistently recognizes people’s right to make
mistakes.
6. Learning is facilitated in an atmosphere which
tolerates ambiguity.
7. Learning is facilitated in an atmosphere in which
evaluation is a cooperative process, with emphasis
on self-evaluation.
8. Learning is facilitated in an atmosphere which
encourages openness of self rather than con-
cealment of self.
9. Learning is facilitated in an atmosphere in which
people are encouraged to trust in themselves as
well as in external sources.
10. Learning is facilitated in an atmosphere in which
people feel that they are respected.
11. Learning is facilitated in an atmosphere in which
people feel that they are accepted.
12. Learning is facilitated in an atmosphere which
permits confrontation.
13. The most effective teacher is the teacher who
creates the conditions by which he loses the
teaching function.
These conditions should be striven for in the creation of a humanistic teacher
education program for they are not only facilitative of personal growth in the
teachers, they form an excellent model for use by the teachers with their own
students.
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Summary
This chapter attempted to present an outline of the relevant literature
which supports the need for humanistic education, the relationship of humanistic
education to effective teaching and some of the necessary dimensions of a
humanistic training approach to teacher training.
The program which will be described in Chapter III was designed in
response to the needs outlined herein and is an attempt to manifest in one
program the learning tools and conditions which have been described above.
It would be noted that a program design for personal human growth
does not always simultaneously achieve organizationally useful outcomes.
Bunker (1967), supported by Bass (1967), concluded that organizationally relevant
learning is not always identical or compatible with personally relevant learning.
Thus, the teachers produced by such a training program may not turn out to be
precisely machined and efficient cogs that can be smoothly slipped into and
mesh with the machine of learning. Indeed he may discover in himself the
courage to differ with the organization, try to change it, or even to reject it
and leave the field of education.
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CHAPTER III
THE MODEL ELEMENTARY TRAINING SEQUENCE
History of the Program
With support from the U. S. Office of Education, Dr. Merrill Harmin
conducted NEXTEP, (New Exploratory Teacher Education Program), at
Southern Illinois University from 1966 through 1970. The mandate of this
project was the conceptualization of a number of exploratory alternative teacher
education models. The author was Assistant Director and Program Coordinator
at NEXTEP from 1967 through 1969. During this period the author and others
(Russell C. Kraus and Bernard Nisenholz, NEXTEP fellows), developed a
teacher education model.
Drs. Dwight Allen and James Cooper of the School of Education at the
University of Massachusetts expressed interest in having this model tested at
the Amherst campus. The Fall semester of 1969 was used for planning and the
acquisition and training of additional staff.
During this planning semester, the staff had to learn to work well with
each other. It should be noted in that connection, that this was to some extent
a "winnowing out" process in that three potential staff members elected to leave.
Those who remained had achieved what they felt was a basic congruence in their
_ concept of the program and in the roles which they were to play.
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At this time also, the staff had to negotiate with a number of school
systems. Because the METS Program was conceived of as an alternative to
the regular, or "Student Teaching Block" program at the University, we were
not permitted to compete for placements in the field and had to develop our
own. This was an extremely complex process which involved (a) locating
school systems not at that time accepting students from the School of Education;
(b) negotiating with superintendents, school committees, principals, and
teachers, (c) becoming familiar with state laws and university policies
concerning teacher training and certification; (d) negotiating variances in
teacher placement office policies and procedures, where these came into direct
conflict with basic requirements with the experimental program.
At this time it was decided that a pilot program should be run in the
Spring of 1970 which, it was hoped, would assist in ironing out any problems
before the main program would run the next fall.
The first task involved in instituting a pilot program developed from one
of the basic tenets of the School of Education: free choice. Because of the
emphasis on alternatives for students and the freedom to choose from among
them, we were not assigned a population of students with which to work, nor the
authority to choose them ourselves. The METS staff was in complete agreement
with this policy and therefore would not have exercised such authority had it
been granted. Consequently, the first task was recruitment. There were a
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number of exciting opportunities for field experience open to students in the
mainstream program other than local communities: the university had
openings for student teachers in Philadelphia; Temple City, California;
Bournemouth, England; and with various Federal programs such as Head Start,
Job Corps and Teacher Corps. METS representatives presented the METS
program at public meetings of students prior to their entering their final
training year. We were permitted to accept the first forty volunteers.
Students, during the pilot METS semester, had eight weeks of pre-
practice teaching training and eight weeks of practice teaching. The pre-
practice experience consisted of four three-hour morning METS sessions; one
school visitation day per week; and four afternoon methods sessions.
By contrast, students in the mainstream program had a three week
”p re-practicum ,? experience, which consisted of a few school visitations,
micro-teaching or strength training and orientation meetings with their super-
visor. This was followed by five weeks of methods courses and the eight week
practice teaching experience.
Almost every problem which we experienced in the pilot program owed
either its causation or its continuance to our lack of available time and resources.
For while we had a student/teacher ratio of 8 to 1, the staff was responsible for
all the support services for the program. Had there been a support staff, the
teaching staff could have handled a more normal ratio of students. Supervisors
and teachers in the mainstream program could and did depend upon the support
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services performed by the teacher placement office. These, for the large part,
were not available to the METS program.
As we came to realize, another manifestation of the time problem was
the fact that it takes time to grow and in the few short weeks we had to work
toward our students' personal growth, we had barely time even to initiate the
processes of change and could not reasonably expect any major changes to come
to fruition. We had, however, enough evidence from student teachers,
cooperating teachers, administrators, school of education faculty, and our own
observations to assure ourselves that we were traveling in a useful direction
and that the changes to be made were mostly ones of degree rather than of kind.
The program description that follows is the result of our learnings in that pilot
semester as we translated them into METS structures during our summer of
replanning.
Elements of the Program
The composition of the METS Program was a cluster of interlocking
basic structures. As in any functioning community, the meaningfulness,
usefulness, and stability of each structure depends at least partially on each of
the others. The structures described below were those which in our experience
seemed to work best in the constellation. We were aware, however, that the
selection of some might have been merely fortuitous or gratuitous and that
other insights or more experience might suggest replacements. The structures
which will be described below are: community, core group, square group,
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advising, continual school involvement, paired placement, internal feedback
system, feelings assembly, free choice, evaluation and certification, selection
of cooperating teachers, in-service training, and cafeteria of learning
experiences.
Community
METS is a community, not merely a teacher training program. METS
differs from a highly individualized teacher training program (which it is partly)
by perceiving its students as members of a community as well as individuals.
Within the context of a major university with a population of 20, 000 or more
students, METS students were able to develop close associations with others
having similar goals and problems. For a person to become a teacher, he
must learn a large repertoire of new behaviors from which he must be able to
select the appropriate one at the appropriate moment. Learning to change one's
behavior is a difficult and often threatening experience. We recognized that
students frequently felt alienated and found, from their reports and our
observation, that the establishment of a community-based training program
provided an accepting and nourishing environment for many.
In order to encourage the formation of community feeling, a number of
devices was necessary. The Community Meeting provided an opportunity for
all program members to share in its maintenance and development. These
- regularly scheduled meetings provided a forum for the announcement of
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scheduling, Changes in policy, and the advent of special situations. In addition,
it was one of the centers of
-cultural transmission. " That is to say, through
such meetings both staff and students were able to share their developing and
Changing images of the program with the hoped-for goal being that a group
ethos would emerge. Students had much to say about the day-to-day operation
of METS and about their individual relationship to it.
On the question of the relationship between a community and its member
individuals, each community strikes its own balance for its own purposes.
METS was a construct, and as an artificial entity the balance had to be in
favor of the community existing to serve the individual. That is not to say that
individuals were not expected to give service to the community. It is a question
of emphasis and balance. Also, some individuals responded to their needs by
behaving as though an opposite balance prevailed. There was much room for
individual difference in METS.
Members of any community like to feel as though they have some control
over events which affect them. Recognizing this, but not wishing to abdicate their
responsibility for the program, the METS staff attempted to define areas of the
program in which the student could have a large measure of autonomy. This
was, of course, held inside the bounds established by state certification require-
ments, univei sity and School of Education policies. Some of the problems
encountered in this sensitive area will be discussed at some length in Chapter VI.
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Other community maintenance devices included a student-operated
newsletter, social gatherings such as picnics and nature walks and the involve-
ment of students in the administrative support of the program. This meant
that student volunteers handled correspondence, record keeping, printing and
distribution of program materials and weekly schedules (menu’s) and an
emergency telephone message system.
Just as the family may be considered the basic unit and support
structuie of society, the Core Group was the nuclear unit in the METS program
Core Group
A core group was made up of from six to eight students. Upon entry
into the program, a student was assigned to a core group and remained in the
same group as long as he was in the program unless special circumstances
required his transfer. Thus the core group was a permanent and stable
association. Each core group had a staff advisor upon whom it could call for
assistance. It was within this group that many of the major personal growth
activities took place.
These groups, meeting regularly, offered the students an opportunity
to talk honestly and openly about professional or non-professional problems,
including problems of learning in the METS program. Many of the affective
experiences took place in the core group setting under the guidance of a staff
membei skilled in group process. Certain experiences and exercises were
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used to help develop the members’ group commitment and trust. A great
emphasis was placed on the interdependence of the members. There are
learnings which can not be achieved alone: they depend upon feedback. Core
groups provided facilitating strategies to take maximum advantage of opportunities
for individuals to share with others in the search for meaning in experiences,
especially the here-and-now experiences of the group itself. This was aided
by the chance group members had to share different perceptions of common
phenomena. A student, assuming that he had begun to develop trust in himself
as well as in the group, could get help in generating alternative behaviors to
those he felt were no longer appropriate, and could expect group support and
feedback as he tried on new behaviors.
The METS staff believed that the qualities that define the personality
of a teacher, what a teacher "is" as opposed to what he "knows" or "can do,
"
are critical to his professional ability, but did not assume that persons change
qualities easily. When it came to changing a behavior pattern what was
characteristic of the person and not of the situation (which is one way of
defining a person's qualities), we confronted a person's enormous capacity to
structure his own perception in ways that satisfy his internal dynamics or past
patterns. People perceive what they want to perceive. One way that we utilized
to help persons in this kind of situation was to make perceptual differences
explicit. Interaction in core groups tended to do this. Person A said, "I was
_
only trying to be helpful, " person B said that he felt anger on the part of A, and not
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a desire to be helpful. Such revelations challenged
helped students confront themselves with
private perceptions. They
more awareness and insight.
The core group had two zones of operation. The first zone was the
university and the second was the public school. Core groups therefore had
the dual functions of helping members deal with the problems and concerns
common to undergraduates in general and to teachers-in-training in particular
and to help members prepare for. and later survive in, their public school
placement. With this in mind, the group was taught listening skills, feedback
skills, and diagnostic skills which could be used both with peers and in their
later work with their own students.
Over the course of the first semester, the core groups went through a
number of different phases in its focus. At first, with the help of the staff
advisors, they focused on the group and on each individual's relationship to it.
After a while the main focus became the learnings and activities of the program.
Then the staff's constant emphasis on the development of community was picked
up by the students as an important concern to be dealt with in the core group.
This was fostered by the staff who, in their roles as core group advisors,
suggested that it was the group's function to explore and engage with problems
In the development of the community.
It is appropriate to note here the METS polity in regard to the
responsibilities of learners in the program. In most of their school experience,
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our students had been recipients ot the services of the institution. We felt that
there was a need instead for a reciprocal flow of services. We made it clear
that our students had both the responsibility to learn and to help others to learn.
As students became proficient in an area, they were expected to take an
increasing role in the instruction of other, less advanced learners. In this way,
their own learning was enhanced, the staff had more available time to offer new
modules, and the student's commitment to the program was augmented.
Consequently when issues related to community came up in core group or in
community meetings, the staff did not always offer opinions or answers, but
more often raised relevant questions or remained silent and permitted the
students to take the responsibility of finding their own directions.
Lest an erroneous utopian impression be given, it must be admitted
that not all core groups functioned successfully and that many of these sessions
were frustrating and/or apparently fruitless. The intent here is to give a
feeling of the general style and purpose of the core group while saving a
discussion of its failures and recommendations for change for later segments
of this paper (See Chapter VI).
Square Groups (Input or Task Groups)
In the square group the membership is less formally determined and
less permanent than in the core group. It was usually made up of at least one
member of each core group. The square group was intended to help the program
avoid problems associated with parochialism and the formation of cliques. It
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provided opportunities for the cross-fertilizationof ideas and attltudes> for
meeting other METS students in a small
of problems and solutions. It
skills.
group atmosphere and for the sharing
was a milieu for trying out new behaviors and
The staff formed square groups and encouraged the students to form
others as well. Square groups were formed to accomplish various tasks, for
example, a student would form a square group to provide himself with an
audience for practicing a teaching method he had recently learned.
If one were to imagine a continuum on the theme of a safe milieu for
trying on new behaviors, the safest location for a METS student was the core
group, the next the square group, the next the community, the university, and
finally the public schools (outside world). Thus the square group served as part
of a bridge between the self-exploration occuring in the core groups and the hoped
for transfer of training to the student's day-to-day behavior in the outside world.
Advising
The METS policy, which was set forth in Chapter I, that a teacher
training program should be indistinguishable in many ways from a human training
program, is made concrete in this structure. It was our function, as we
conceived of it, to assist human beings in their process of becoming. We knew
that this would require us to become involved with more total aspects of our
students lives than merely their educational goals. To help the students deal
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with their many educational problems, to help them solve conflicts with them-
selves and each other, to help them deal with the bureaucratic procedures of
the university, and to help them learn to take responsibility for their own lives,
each staff member made a strong commitment to be available for advising.
In practice, each student selected a staff member with whom she felt
she could work. No student was ever assigned to an advisor with whom she
felt she could not work, nor was any staff member expected to accept an advisee
with whom he had a personality conflict.
The advisor worked with his students within the limits set by his own
style and capabilities. Some advisors were trained counselors and used their
expertise in this role. Others, less formally trained,did not attempt to function
in this manner. Instead they attempted to maintain a simple helping and
advising relationship. Where the student's problems were beyond the skills of
the advisors, a referral was made to the university's psychological counseling
service.
Wherever possible, the advisor was also assigned as the student's
field supervisor. The field supervisor functioned on a demand basis. He did
not come out to the field on a regular basis nor did he come to observe, criticize,
and evaluate. Instead, he visited classes only at the request of the METS student
(or of the cooperating teacher or principal). The person requesting his services
had the right to define the nature and limits of those services within the limits
of the advisor's capabilities and comfort level. The advisors were, however,
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constantly in the field, visiting the schools, making themselves visibly available.
Advisors were called in to facilitate the communication between student
teachers, between student teacher and cooperating teacher, between student
teacher and her students. The advisor was often asked to give feedback in
very specific ways. For example, a student teacher, concerned about her
questioning techniques, asked for feedback on this alone.
Students shared with their advisors more than problems: they shared
their successes. This phenomenon was strongly encouraged as it tended to
promote growth of positive self-concepts. The advisors were constantly working
with the students to explore the relationship between their school behavior and
their day-to-day personal behavior.
The relationships thus forged over a long period of time, between
students and advisor, were reported by the students to be among those elements
of METS most satisfying to them.
Continual School Involvement
A key factoi which the staff anticipated could go far towards ensuing the
success of the program was whether or not the students would perceive their
training as useful, relevant, and meaningful. To provide for this METS students
were required to visit the school in which they would later practice teach. For
the entire first semester of training, METS students were expected to make one
full-day visit to their school each week. It was expected that they would work
primarily with their future cooperating teacher and students.
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Through this contact, the students were able to begin forming working
relationships with both cooperating teacher and class as well as to begin under-
standing the business and the procedures of the school. They worked at tutoring,
with small groups, classroom maintenance tasks and the like. This continuing
contact with the real life situation gave the program a constant reality input:
students would compare the content and processes of their training at the
university with their experience of their goal environment.
Further, personality conflicts between student teachers and their
cooperating teachers were identified early and dealt with through mediation and
sometimes through transferring the student to another placement. Students were
able to discover the differences between their idealized images of the act of
teaching, their emergent educational philosophies, and the realities extant in the
school setting. Some, through this contact, opted to leave the field of education
entirely.
Of the sixty students in the program, six chose to leave during the first
semester. All reported that they were leaving because they had discovered that
they had chosen an inappropriate goal for themselves and that they were pleased
with the role that METS had played in helping them discover this. As will be
later explained in the section on evaluation and certification, there was no
penalty for dropping out of teaching. It also might be noted that, because many
students in the program were in their Junior year, they had the opportunity for
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a second field experience in their Senior year. Some, who had not done well
the first time around, were able to improve themselves during their second
chance. Others used this chance to explore different grade levels and communities
Paired Placement
Returning to the notion, mentioned previously, of a continuum between
core groups and the outside world as they relate to the student's relative safety
during the process of attempting behavioral change, this next structure forms
another span in the bridge between the poles of the continuum.
Students were placed in the field in pairs self-chosen from the core
groups. Where possible, entire core groups were placed, in pairs, in the same
building. This element provided continuing strong peer support while making
the transition from the university to the classroom environment. Moving out from
the intimacy of the core group, these pairs allowed for the practicing and
orchestrating of previously not entirely integrated behaviors in the classroom
with a sustenance that was derived from the nearness of trusted colleagues.
The student teaching pair and their cooperating teacher gained a great
deal from this arrangement. Each student was able to request feedback on his
lessons from two other adults rather than only one. One student could be having
a conference with the cooperating teacher while the other took over the
responsibility of the class. One student might critique the other while the
cooperating teacher used the hour for planning, or for a break.
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The three adults
individualized instruction,
in the classroom were all able to experiment with
tutorial work, team teaching, differentiated
staffing, and large group instruction.
It was an assumption of the METS staff that one of the best things
about field experience in general is that it seems to be the most effective part
of any teacher training sequence, and that one of the worst things about field
experience is its strong normative character. Student teachers tend to become
like their cooperating teacher, tend to internalize the norms of the school. If
we agree that there is much in public education which needs changing, the use
of core groups and double placements may prove to be a valuable step in that
direction. The METS staff has witnessed the power of a core group, placed in
pairs in a single building, to resist the above-mentioned pressures to conform.
Indeed, we have seen the strength and enthusiasm of such a core group begin
to effect at least attitudinal changes in a school's faculty.
Internal Feedback System
In ordei to create an environment which the members would perceive
as responsive to them and to their needs, an internal feedback system was
devised. This system consisted of thought cards, (Raths, et al
. , 1966), feeling
cards, (McCarty, 1967), Journals, and large and small group meetings such as
the Community Meeting and Feelings Assemblies.
Thought cards, a technique described as:
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[an] opportunity to write freely about anything that
has occupied their [the students'] attention during
the week.
. . this gets directly at the concerns of
the students. It does not rely upon topics initiated
by the teacher.
It works this way. Each week a student turns in a
single sheet or perhaps a four-by-six inch card
upon which he has written some thought of importance
to him. It is written after due reflection and
indicates something of the quality of living or thinking
in the preceding week, (Raths, et al
.
.
1966, pp. 130-1).
At the beginning, thought cards were turned in to core group advisors on a
weekly basis. However, no student was required to turn in a card. If a student
wished, she could specify the type of response she would like to get from the
advisor. After a while, students began to share their thought cards with the
entire core group
.
Feeling cards served as a more immediate and affectively
-oriented
form of feedback. During almost every activity, module, or presentation at
METS, the students were given an opportunity to record some of their immediate
feelings and in some cases share them with the leader of the activity, or in other
cases with the other students present. For the more vocal students, these cards
were often unnecessary. But they were a good first step for those students who
were only beginning to find the courage to speak out, to risk revealing where
they stood. Activity leaders, METS staff, and visiting speakers found them-
selves responding rapidly to these cards and altering their presentation, often
in style as well as content.
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Journals were required of each METS student. Only two eriteria were
given for this requirement.- the first was that the student write in her journal
often and the second was that she be honest in it. The staff could request to
read a journal but the student had the right to refuse. The student could ask any
METS community member to read her journal and could specify the type of
response she desired, and the person asked had the right to refuse all or part
of that contract.
So it wa s a low-risk avenue of communication and it had the virtue of
continuity. Learnings and insights can be ephemeral. The journals served the
function of concretizing the daily internal voyage of each student. A student
could at any time look back and see where she had been and use this knowledge
to help her plan her next step. Those students who persevered in their journal-
keeping, reported that they had been able to watch and even nurture their own
developmental process.
The staff also found that the reading of these journals rendered them
more able to diagnose and respond to problems with individuals and with the
program. Further, the experience of reading these journals was quite moving
and stimulated the personal growth of the staff according to their reports.
Feelings Assembly
Organizations and institutions are quite formidable. They are concerned
with business: dealing with the facts and getting the job done. Even though most
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members of an organisation are aware that feelings are very important and
may prevent or hinder completion of tasks, these people tend to operate as
though the foregoing were not true. When a person has the audacity to raise
the subject of his feelings at a
-business" meeting (there usually being no other
place provided for such an admission), he is usually met with demands for
justification for his feelings and/or impatient demands to "get back to the task
at hand. " "This is not the time nor place for that discussion, " he is told.
Feelings assemblies are the time and place.
When a METS student had feelings which she felt she wanted to share
with the community or with members of her square group or other students in
the module she was attending, she could request that some time be set aside
for a feeling assembly and the work at hand would still get done. If this occurred
during a community meeting, after the business of the meeting had been
accomplished, the feelings assembly part of the meeting would commence.
Sometimes students would negotiate for the feelings assembly to come first and
the work second.
It was made clear, however, that people had feelings and the right to
have feelings. Sometimes people even have feelings for which they do not have
reasons but they do have the need to express those feelings to others and some-
times even to explore them publicly. The feelings assembly was the forum
provided for these purposes.
Because of the risks involved in calling such an assembly, some rules
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developed spontaneously to provide an element of safety. The first rule was
that a person eould not be attacked for having the feelings nor for calling the
assembly, she did not have to justify her feelings. Neither she nor any
member of the group attending the assembly eould peremptorily leave the
assembly individually. The assembly would end by consensus, just as it had
begun. The person (or persons) calling the assembly could request a special
set of rules for the meeting. Such as. she might ask to limit all responses to
the non-verbal. However, the members of the meeting were not bound by this
request. The feelings expressed by the original student might arouse powerful
feelings in those present. Therefore, a feelings assembly, while it may have
been started by one person, rapidly becomes a feelings assembly for all those
who attend. No student ever attended a feelings assembly under duress.
Free Choice
Free choice, as it is operationally defined in the School of Education
(University of Massachusetts), is the attempt to provide students with an
increasing variety of instructional alternatives from which to choose. Neither
the School of Education nor the METS program has ever attempted to approximate
total free choice. Such an attempt would raise difficult philosophical and
practical questions and is beyond the scope of this discussion.
Free choice, as it was manifested in the METS program, represented
one route by which the students were encouraged to move towards self-
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actualization through participation in choice-making processes. Both staff and
students engaged in the search for instructional alternatives and in the process
of hammering out a dividing line between the mandatory and the optional.
While some activities and offerings had a clear rationale for being
mandatory, others fell into a "gray area" in which more "visceral" criteria
were employed. In such a situation, when students refused to attend and/or to
participate in mandatory items, the question arose as to what sanctions could
be legitimately employed (if, in fact, sanction should be employed). This
was the subject of a number of community meetings, and was, in the short
time available, never satisfactorily resolved.
Students who were unused to free choice reacted to it in a number of
ways. Some, following the pattern of minority groups long denied their
inalienable rights, (Farber, 1969), became nearly insatiable in their demands
for new areas of freedom. Others behaved as though nothing had changed, and
responded to internal cues - producing term papers, extra credit reports and
other similar work although nothing of the kind was required. Lastly, some
students were confused and frightened without a strong, externally imposed
structure and either retreated or became bellicose. In all cases, a long
period of adjustment seemed called for in which behaviors could be learned
to cope with this new condition.
The staff also was affected. As students and as teachers the staff had
_
little experience in a free choice environment. The METS experience made
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visible for the first time how much the staff had unconsciously depended on
the artificial support inherent in more authoritarian environments. When it
developed that a certain group of students began to attend the program only
sporadically, the staff experienced feelings akin to betrayal. They became
uncertain as to whether or not they could trust the students. They sometimes
felt as though the trust that they had extended had been betrayed. Combs'
notion, that an individual is always moving toward the augmentation of his
own adequacy (1965), was subscribed to by the staff on an intellectual level
but was difficult to live with in a real life situation. The staff came to the
conclusion that the issue was related to time: after so many 3^ears of schooling
in which one was always told what to do and when to do it, it would take a
considerable time for students and staff to become comfortable with free choice.
As an interim structure, the use of learning contracts was introduced.
Students could contract with each other or with staff for specific learnings to be
accomplished in agreed-upon ways. Students would choose freely (and be free
to renegotiate contracts) and yet the staff would still have some sense of their
progress and some hand in the process of their learning.
Evaluation and Certification
The School of Education's grading policy had shifted to the use of a
Pass/Fail system. In addition, it was Pass/No record for students in the
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practice teaching semester. The METS staff lobbied successfully for a Pass/
Switched Credit system for students in the latter category. This meant that
a student in the regular program successfully completing practice teaching
received a pass grade; a student who worked diligently throughout the semester,
but who was unable to meet her supervisor's criteria, was given credit for
work done through the device of switching her to an independent study course
in which she received a pass grade. Thus, the lack of ability to teach did not
prevent graduation. Such a student did not receive a teaching certificate nor
would she have positive or negative recommendations in her personnel file.
At some future date, in perhaps an MAT program, she could attempt a
satisfactory teaching performance. The "no record" option was reserved for
those who, in the opinions of the supervisor and the cooperating teacher, did
not really attempt to achieve competence.
In practice, METS students met with their advisors, their peers, and
their cooperating teachers and worked out on an individual basis their own
evaluations. The students in this process had the deciding vote.
A more detailed and extensive description of the rationale underlying
the METS position regarding evaluation and certification is provided as
Appendix II.
As it is noted in the Handbook of Research on Teaching (Stern, 1963):
Insofar as judgements of training and of later per-
formance are uncorrelated, there is no justification
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for assuming that selecting more effective trainees
will have the effect of raising ultimate professional
standards. At least the effect will not be the same
as that of a concerted attempt to screen on the basis
of predicted success in actual teaching. The
present evidence of bias and inadequacy in admini-
strative judgements of teaching success must be
evaluated more carefully, as was done by McCall
(1952), in terms of the relationship of such judge-
ments to more objective measures of teacher
effectiveness in the classroom. These objective
criteria must become in time more compatible with
the objectives of teacher-training programs. Other-
wise, we shall continue to be confronted by the
present anomalous situation in which the practice
teachers who are strongest by academic standards are
least likely to persist or be viewed favorably by
their supervisors on the job.
The development and acceptance of such criteria
will, however, bring another problem in its wake.
If the screening process becomes too effective,
mavericks and dissenters will be eliminated along
with other potential academic failures. There is no
evidence that nonconformists are likely to make
lasting contributions out of proportion to their numbers
in any given field. Neither is there evidence that the
outstanding students are the greatest source of new
developments. It seems likely that we shall always
need to maximize variety in training institutions so
that some graduates will reflect current values and
others will flatly reject them.
Selection of Cooperating Teachers
The power of the practice teaching experience and the relationships
formed during it is well known. Our students were to be placed on a full-time
basis for an entire semester. Such extended contact with a cooperating teache
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could not fail to have strong modeling effects upon our students. We saw the
selection of compatible cooperating teachers would be a key issue in the
ultimate success or failure of our program.
While, in theory, every teacher training program expects that the
schools will fulfill their professional obligations by assigning only their very
best teachers to work with the interns, in practice, we do not really know with
any precision how these assignments are made. We can reasonably conjecture
that some assignments are made according to seniority or even by political
considerations. Even if assignments were made based upon the principal's
rating of teacher effectiveness, we cannot be sure that these selections will be
congruent with the aims of a teacher training program. For example, Fink
(1953) reported a significant correlation between principals' ratings of success
and teachers' scores on ethnocentricism measures, which suggests that
principals may favor conforming and rigid personalities.
The method used by the METS program to select cooperating teachers
was as follows: a meeting of all eligible and interested teachers in each school
was held at which the METS staff described in detail the program and its aims.
Great care was taken to differentiate between the METS program and the regular
university program, especially in terms of the attitudes, behaviors and skills
which we expected our students to manifest. We then had a series of private
conversations with each individual teacher who continued to show interest in
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receiving a pair of METS students. Finally, we received, from their super-
visors, impressions and ratings of these teachers. We attempted to place
our students only with those teachers who had favorable ratings from each of
these three screening processes.
Despite these safeguards, considerable difficulties presented them-
selves during the practice teaching semester. Some of the cooperating teachers
claimed to be surprised and even angered by the attitudes, methodologies, and
behaviors of METS student teachers. Others allowed that while "humanistic
techniques" were fine, they should only be used as rewards after the children
have completed other less enjoyable work. When questioned, most of those
cooperating teachers who reported these types of difficulties with our students
gave the following reasons for having elected to participate in the program:
pressure from a school administrator, misunderstanding of the nature of the
program, need to augment social status by having a practice teacher, and even,
a desire to "save" our students from our "foolish" policies. This latter reason
was given by a very socially powerful teacher in one school who organized
several of the other cooperating teachers to function in contravention with the
aims of the METS program. The METS students placed with them reported that
they had experienced continual friction, uncertainty as to the adequacy and
correctness of their own training, and, in some cases, a desire to switch to
another school in which to student-teach. (Such requests for transfer were
always honored.
)
57
In-Service Training
During the first semester of the program, an in-service course (with
free tuition) was offered to the cooperating teachers. The aims of the course
were: (1) to give the cooperating teachers an opportunity to experience many
of the same exercises and training modules which the student teachers had
undergone - and therefore help them understand the interns' orientation;
(2) to give them (at their own request) training in giving feedback on teaching
performance; (3) to provide training in humanistic techniques for their own use
in teaching.
The course met for one session per week after school hours with the
METS students attending as well. From the number of complaints about their
presence, we concluded that there was a real need on the part of the cooperating
teachers to maintain a status differential between themselves and their interns.
It was agreed by the METS staff and the cooperating teachers that tills course,
while well-intentioned, was a failure. Although an extended discussion of this
course is beyond the scope of this study, it was the opinion of the METS staff
that this course was unsatisfactory because it attempted to accomplish too much
in too short a period of time, and that the participants' and staff's expectations
for it were never sufficiently revealed, explored, and reconciled. The need for
this course (or some other forum designed to accomplish similar purposes),
more effectively planned and implemented, was made evident by the already-
mentioned problems which occured during the second semester. Such a course
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will be discussed further in Chapter VI.
Cafeteria of Learning Experiences (Modular Offerings)
To a large extent, any program is merely a skeleton or an outline
which is given depth and substance by the interests and capabilities of the
participants. This was the case with METS. What will be described below is
a list of the modular offerings which were developed and presented by the staff
and students. Many of these appeared spontaneously in response to the
expressed needs of the participants in the program. The first five, however,
represent the key offerings which we believed should be mandatory.
The program met for three hours on Monday, Tuesday, and Wednesday
mornings. There was generally a community meeting on Monday morning but
the rest of the time was open for the presentation of modules. Because of the
wide variety and large number of available offerings, a number of modules were
presented at the same time, giving the student a large selection to choose from
at any particular hour.
Modules varied in length from one to three hours per day. Some met
only once and others met regularly throughout the semester. In some, the
students were free to enter or leave as they chose. In others, after an
introductory session, students remaining had to commit themselves for the entire
length of the module.
In order to facilitate the choosing between offerings, a list of the
offerings for the week (called the ’'Menu”) was distributed to the students every
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Monday morning. Any student or group of students
with or without staff assistance, and advertise it in
menu is reproduced below:
could present a module,
the Menu. A typical week’s
MENU
December 7 through 12
Monday
9.00 Clay Play - Joel at Robyn's house
375 Puffton (1 hour)
Reading and Learning Disabilities - Marsha
Room 1 (1 hour)
Creative Conflict Resolution - Fred
Room 2 (1 hour)
10:00 Community Meeting (2 hours)
Tuesday
9.00 T -group - Jeff (only registered members)
Room 1 (3 hours)
Workshop on Education of the Hearing Impaired -
Marsha - METS Office (2 hours)
10:00 Teaching Values - Fred
Room 2 (1 hour)
Social Studies Rap - Barbara
Room 253 (1 hour)
Altered Stales of Consciousness - Gary
Room 3 (2 hours)
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Education and Catch 22 - Joel
Room 17 (1 hour)
11:00 Nature Walk (Puffers Pond) - Joel
(Meet at METS office)
Classroom Structures that Foster Human
Growth - Fred - Room 17 (1 hour)
7:30 P.M. Gestalt Art (8-16 people) - Gary
375 Puffton (bring paper, crayons, and
5 magazines) (2 hours)
Wednesday
9-12 Field Trip to Clark School for the Deaf
Marsha - meet in METS office
9:00 The Ecology of the Classroom - Fred
Room 1 (2 hours)
Conscious Use of Fantasy - Gary
Room 17 (3 hours)
10:00 Black/White Sensitivity - Jeff
METS office (2 hours)
Education of the Self - Joel
Room 2 (2 hours)
Thursday
8:30 - 12 Field Trip to Monson State Hospital - Brenda
In the Menu the module leader would list the limitations of his module.
For example, the size of the module, its duration, and who might attend
(inspired by the Women's Liberation Movement, modules in male and female
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consciousness were offered and were sexually segregated). Many modules,
especially mandatory ones, were offered several times during the week in order
to permit those who had missed the first session to participate.
Modules
Education of the Self
This module was an adaptation by Joel Balsham of Gerald Weinstein's
course developed at the Center for Humanistic Education at the University of
Massachusetts. It was a series of exercises designed to focus on three affective
issues related to personality development: Identity, Connectedness and Power.
Starting with exercises which encourage the growth of the awareness of one's
feelings and behaviors, the exercises moved toward enabling the student to
create alternative, more productive behaviors from which he could choose, and
recognizing what effect his behaviors would have on his environment what
influence he would have on his destiny (Weinstein and Fantini, 1970).
Values Clarification
This module offered techniques for helping teachers clarify children's
values. Values Clarification is a scries of techniques for giving children
processes by which they can become clearer about their own goals, aspirations,
beliefs, and move toward action upon them. According to its originators,
(Raths, ct al
., 1966), children taught using this approach should become less
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apathetic, flighty, confused, indecisive, and passive.
Classroom Structures that Foster Human Growth
Proceding from the premise, "a classroom structure is any pattern
of events, behavior, or circumstance which affect learning in a classroom, "
this module explored the nature and types of structures present in classrooms.
The effects of structures and alternative models of organizing classes was also
examined. Some types of structures which we investigated were: classroom
rules, seating patterns
,
teachers' roles, societal expectations, and communication
flow. Participants had the opportunity to share personal experiences and in-
sights as well as to cooperatively work out individual plans for their own
experimentation. As a result of this experience, it was hoped that the students
would become more able to choose organizational patterns to produce specific
learning outcomes.
Models for Classroom Teaching
In this module the students were exposed to a wide variety of classroom
models. This was done on a theoretical basis as well as practically through
observation in the field. Some of the models explored were: teacher-centered
classrooms, student-centered classrooms, social and learning theory classroom
models (based on operant and classical conditioning techniques), and humanistic
-
psychology models.
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Awareness Experiences
This offering, developed by McCarty, Nisenholz, and Kraus, was
designed to put METS students into contact with the school environment as a
child experiences it. Rather than merely observing in the schools, the students
were asked to take a more active role. They followed students through their
day, did their assignments, stood in line with them, and attempted to share the
feeling-tone of the experience. This was also done with administrators, teachers
and other school personnel.
A copy of Awareness Experiences for Elementary Student Teachers, "
which has been accepted for publication by The Journal of Teacher Education.
which describes these exercises in detail, is provided as Appendix II.
Attending Behavior (Ivey, 1968).
Structured exercises and experiences aimed at improving the communi-
cation process by developing listening skills.
Strength Training (Weinstein, et al.
,
1969).
This module used TV recording equipment in role-playing situations to
enable the teacher to maximize his strengths in dealing with classroom and
other interpersonal situations.
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T
-Group
An on-going T-group was conducted by an experienced trainer. This
was an opportunity for participants to develop working relationships, deal with
expectations and fears, and develop more self-confident, assertive, responsible,
and self-directing behaviors, (Bradford, Gibb, and Benne, 1964).
Games Played in the Classroom
Unhealthy classroom interpersonal ’’games” were role-played using TV
equipment in order to develop awareness of the students' own learned ’’game”
behavior and develop alternative ways of classroom interaction. This was
developed by Bernard Nisenholz, a member of the METS staff, and was based on
the work of Berne, (1964).
Facilitating Discovery
This module focused on the ability to present meanings that the teacher
has in mind indirectly as by asking leading questions, inductive teaching using
games for learning, discovery-style, programmed instruction, and discussion
techniques.
Creative Conflict Resolution
Developed by Bernard Nisenholz, based on the work by Rosenberg (1968),
and Ginott (1965), this module attempted to aid the prospective teacher in
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learning to resolve classroom conflicts without the use of authoritarian
behaviors.
Diagnostic Teaching (Rosenberg. 1968).
This offering helped the METS student identify various learning styles
and choose the appropriate teaching behaviors for each.
Simulation Games
Situations occuring in normal teaching experience were simulated
using "in-basket" as well as other approaches. Students were able to practice
their responses to typical problems in a safe environment.
Reality Focus Games
Developed at Southern Illinois University by Sax, Harmin and McCarty,
these encounter-group style structured interactions isolated and focused upon
one aspect of behaving at a time, and gave the student the chance to stretch his
ability to deal with it.
Micro-Teaching Laboratory (Allen, 1967)
Students had the opportunity to utilize the micro-teaching laboratory
maintained at the School of Education. They planned short lessons taught,
reviewed the TV-taped lesson with a supervisors, then re-taught and reviewed
the lesson.
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Independent Study
Students were offered a ,arge variety of projects which were supervised
by staff and/or their core groups. Students were encouraged to deveiop their
own projects for independent study.
Classroom Management
This was a unit designed to explore different methods of managing
learners, time, space, and materials.
On Being A Woman/On Being A Man
The effects of learned societal sex roles were explored in these modules
which were requested by the METS students. Recent literature in this field was
consulted, (Millet, 1970; Sexton, 1970).
Field Trips
A number of field trips were organized in order to expand the students’
notions of the possibilities of education, Places visited included a school for
the deaf, a state hospital for the mentally retarded, a commune, and a "free
school. ”
Ethics of Student Teaching
This module was developed in response to the requests from cooperating
teachers and principals who were concerned that interns understand the ethical
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ramifications of their status and role.
Philosophy of Education and What You Do In Your Class
An attempt was made in this offering to tie together recognized
philosophies of education, the students' emerging philosophies, and their
implications for day-to-day classroom activity.
Brief Modular Experiences
During the course of this program, a great many offerings were
developed and presented. The large number of shorter modules precludes
describing each one in detail. Their titles, however, are indicative of their
content. They are presented below as they appeared in the Menu, in the
belief that such a list will help convey the range, creativity, excitement and
tone of the program.
Synectics - techniques of developing creative capacity.
Gestalt awareness - contacting your environment by living in
the "here and now. "
Play Therapy - an opportunity to return to a childlike state.
Education and Catch 22
What is METS ?
Bahai Fireside
Bibliotherapy: Teaching as a subversive activity
.
Altered States of Perception.
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Guitar for Beginners
Workshop on the use of Media in the Classroom
Social Studies Methods (Guest speaker)
Reading and Learning Disabilities
Workshop on the Education of the Hearing Impaired
Workshop on Sex Education and Drugs (Guest speaker)
Totalitarian Classroom Game (Guest speaker) - you will attend or else
!
Gestalt Art Experience - developing self-awareness through art
(limit 6 - bring five magazines, crayons, paper)
Black/White Sensitivity (limit 8 - equal number of blacks and
whites)
Basic Encounter Group - to develop authenticity, opennness, and
honesty in communications, (limit 12, must be willing to work
for minimum of 8 hours)
The Ecology of the Classroom - a mini-lecture and discussion on
the ecological cycle in the classroom.
Conscious Use of Fantasy - the directed daydream.
Clay Therapy - a physical metaphor for re-learning the act of
communicating.
Building a TORI Community - (Guest speaker) - process of
developing trust/openness/realization/interdependence in a
large group.
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In addition to these, a number of social activities were scheduled which
included.- picnics, a hike up a mountain, touch football, and several parties
in the students' homes.
During the second semester, while the METS students were doing
their practice teaching, they continued a number of these modules, meeting
afternoons, evenings, and weekends. They invited their cooperating teachers
to attend them.
It should be re-emphasized that it was the combination of the overall
structure of the program and its intent (style, tone, goals) which was seen by
all of the members of METS as the important part of the training. Any of the
modules, except the first five, presented here might be dispensed with and no
ill effect would result. Certainly, a different staff, another group of students,
would have altered the list of offerings radically. It is the intent, and a
structure which permits that intent to be realized, which is the core of the METS
program, of the treatment which was administered to the METS students. The
design for testing the efficacy of this treatment is presented in Chapter IV.
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CHAPTER IV
PROCEDURES AND METHODS
In this chapter, the procedures and methods used to test and evaluate
the Model Elementary Training Sequence will be presented. Included in this
presentation will be the selection of subjects, definition of terms, instrumenta-
tion, testing procedures, hypotheses and evaluation.
Subjects
Out of a total population of 346 students enrolled in the "methods
courses" (mathematics, science, social studies, and language arts) at the
School of Education at the University of Massachusetts in the Fall semester of
1970, 65 became students in the METS program. Fourteen of the total student
methods course population" were randomly chosen as a control group.
Fourteen METS students were also chosen randomly from the total "methods
course population" by the following device: names were written on slips and
placed in a container; slips were drawn from the container and were either
chosen or rejected, and then returned to the container in order to keep the odds
of selection constant. Names previously chosen, for example, were rejected.
For the selection of the control group, METS names were rejected. For the
.selection of the METS, or treatment group, non-METS names were rejected.
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It was impossible to completely randomize the selection of METS
students from the total population because we were not granted the authority
to arbitrarily assign students to the program nor to keep them out of it.
Students from the total population chose their own program after
hearing presentations regarding all available programs which were given at a
mandatory group meeting conducted by the Student Teaching Office. Two
members of the METS staff explained the METS program to the total population
at this meeting and 65 chose to join the program. It was within these externally
imposed limitations that we then randomized the treatment group. None of the
chosen subjects in the experimental or the control groups left these groups
during the treatment period.
Definition of Terms
Foi the purposes of this study the terms student teacher or intern are
used interchangeably and refer to any student enrolled in the methods courses
at the University of Massachusetts School of Education, and who was currently
practice teaching while taking methods courses, or was taking methods courses
while planning to practice teach in a future semester.
The term methods course refers to any one of the four courses offered
at the University of Massachusetts School of Education in science, language
arts, social studies, and mathematics which focus on the various methods of
teaching those subjects on an elementary school level.
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The Treatment
AU subjects in both the experimental and control groups received the
methods courses. The control group received no METS training. The experi-
mental group received the METS program as a treatment in addition to the
methods courses.
The experimental group received the METS training for 12 hours each
week at a minimum. Nine hours of this training was provided at the university
and 3 hours consisted of a field experience in a nearby elementary school.
An elaborate discussion and description of the METS training is
provided in Chapter III of this paper and includes an outline of a typical week
in the training program.
Research Design
The design chosen for this study is the Non-equivalent Control Group
Design, (Design No. 10, Campbell and Stanley, Experimental and Quasi-Experi -
mental Design for Research
,
1966). This design was chosen primarily because
we were working with a naturally assembled collective: the "methods course
population, " and with a self-selected experimental group, "the METS
population. " By randomization of both groups, within the externally imposed
limitation previously noted, we move somewhat in the direction of similarity
of groups. This was, at least in part, confirmed by a rough check of pretest
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scores for each group finding no significant differences between these mean
scores.
0
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X
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Figure 1
Legend:
0
^
“ pretest of experimental group
(>2 = post-test of experimental group
Og = pretest of control group
O
4 “ post-test of control group
X = treatment
According to Campbell and Stanley (1966), if one can assume sub-
stantial similarity between both groups, then this design controls for the main
effects of history, maturation, testing, and instrumentation. The other major
internal validity problem for Design 10 is that of regression affect. However,
neither of the groups was selected for its extreme scores on the pretest or on
any other measure. In addition, a large number of students in the total
"methods course population" - including members of the control group - stated
that they would have chosen METS had not presumably random factors intervened
such as university scheduling of course meeting times, number of credits
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needed to graduate, or commitment to alternative programs prior to hearing
of the METS program. From this, one can hypothesize that the probability
that METS-selectors were ’’extremes” is diminished.
Design 10 is only an approach toward a true experimental design and
is used when it is impractical or impossible to control selection of groups from
the total population. It would be useful, therefore, for future experimenters
to attempt to replicate this study in a more truly experimental fashion. It must
be noted, however, that free choice is a key element in the treatment. The
negative effects on both groups of being arbitrarily assigned into METS or non-
METS groups, when such an assignment may be seen by the students as having
direct bearing on their future success in their teaching careers, must be
accounted for.
The Tests
Three sets of tests were employed: three semantic differentials (SD),
the Miskimins Self-Goal-Other Discrepancy Scale (MSGO), and the Pupil
Control Ideology (PCI). Each will be discussed in turn below:
Miskimins Self-Goal -Other Discrepancy Scale (MSGO )
The MSGO is an instrument which was developed to measure
discrepancies between an individual's: (1) self-concept; (2) goal self-concept;
and (3) his perception of the responses of others to him.
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There are four categories in which the individual rated himself on
this test:
1. General: intelligence, creativity, physical
atti activeness, life success, competence
2. Social: friendliness, social ability, relations
with opposite sex, concern for others
3. Emotional: happiness, tension, self-confidence,
ability to handle personal problems,
alertness, strength
4. Personal: in this category, the individual creates
his own sub-categories and rates himself
The test items are arranged in paired opposites across a nine point semantic
differential scale. There are fifteen items provided by the instrument and
five blank spaces for subjects to enter their own items. Thus there are five
items presented for each category.
For the purposes of this study, the total score on the MSGO, and the
discrepancy between pre- and post-tests was used rather than examination of
discrepancies occurring in each individual item. In testing the reliability of
the MSGO with twenty-two individuals, the retest reliability was reported as
.85, (Miskimins, 1968).
The Semantic Differential (SD)
The Semantic Differential is an instrument which attempts to measure
a subject's attitude towards a specific concept. It is used as a self-rating
device in which the student is asked to rate a concept related to self against a
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series of paired antonyms. For the purposes of this study, only the total
scores were considered.
The semantic differential form used in this study was developed by
Stephen A. Rollin (1970) in the following manner:
Initially, an S. D. of seventy-five items was
developed. The antonyms were taken from
Rogeit s Thesaurus and of those that were
selected, a total of seventy-five were tested
to see if they did discriminate. The S. D. was
then administered to a group of fifty subjects.
The results of this administration were then
item-analyzed, by the use of chi square, and
thirty-nine items were then used as the S. D.
used in this study. The retest reliability of these
thirty-six items was computed at
. 83, (p. 52).
Three separate SD forms were used, each having a single concept
at the top: (1) My ability to communicate with others; (2) My ability to let
others do as they want to; and (3) My feelings about teaching. The subjects
rated themselves on each concept using the thirty-six antonym pairs separated
by a five point scale, (Appendix, III).
The Pupil Control Ideology (PCI)
The PCI is an instrument, developed by Willower, Eidell, and Hoy
(1967), which attempts to measure orientations to pupil control along a continuum
between humanism and custodialism. The rigidly traditional school served as
the model for the custodial orientation. The humanistic orientation as the
"school conceived of as an educational community in which members learn
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through interaction and experience. Students' learning and behavior is viewed
in psychological and sociological terms rather than moralistic terms, "
(Willower, et al
. , 1967, p. 5).
The instrument has twenty items which are statements relating to
pupil control issues. The subjects can respond to each item on a five point
scale from Strongly Agree to Strongly Disagree with Undecided occupying the
medial position.
The reliability was computed twice: the first test yielded a reliability
of
. 95; the second a reliability of
. 91. The validity of the PCI Form was
calculated as follows:
The primary procedure used in validating the
PCI Iorm was based upon principals' judgements
concerning the pupil control ideology of certain
of their teachers. Principals were asked to read
carefully descriptions of the custodial and
humanistic viewpoints and to identify a specific
number of teachers whose ideology was most like
each description. The number of teachers of each
type to be identified in this way was based on the
total number of teachers in each school; approxi-
mately 15 per cent of the faculty was identified
with each description. It was then possible to
compare mean scores on the PCI Form for these
two groups of teachers.
Principals of the seven schools mentioned earlier
(two secondary schools and five elementary
schools) made the required judgements. A t-test
of the difference of the means of two independent
samples was applied to test the prediction that
teachers judged to hold a custodial ideology would
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differ in mean PCI from teachers judged to have
a humanistic ideology. Using a one-tailed test,
the calculated value was 2.639, indicating a
difference in the expected direction, significant
at the .01 level, (p. 13).
Testing Procedures
Students were pretested simultaneously. Each was given a test
packet consisting of a large envelope with a circle on the outside (for their
code number) containingthe following: (1) a set of instructions; (2) the
tests: MSGO, SD's, and PCI; (3) a small envelope containing a code number
written on opaque paper.
The subjects were then told to open the small envelope, write the code
number on the circle on the large envelope, seal the code number in the small
envelope and write their name, address, and telephone number on the exterior.
These were collected separately. They were then told that the code number
envelopes would be returned to them, seals unbroken, at the post-test and
that they could therefore be sure that their anonymity would be respected.
They were told that no individual's name or results would be reported in the
study.
The MSGO was placed first so that the given items on the SD's would
not contaminate the Personal items on the MSGO.
For the post-test, several mailings were made to all subjects until
the majority had agreed to schedule a testing appointment. As a concession to
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final examinations, testing was done on three successive days. Two tests
had to be administered by mail in both the experimental and control groups to
subjects who could not otherwise attend. A sample letter is included in
Appendix IV.
Hypotheses and Evaluation
The general problem of this study is an attempt to determine whether
the humanistic component (described in Chapter III) of a teacher education
program does produce a measurable positive change in students' attitudes
towards: (1) self-concept; (2) ability to communicate with others; (3) feelings
about teaching; (4) positive attitude toward having an open and more permissive
classroom. Eight hypotheses were generated to test this humanistic component
The eight hypotheses follow:
Hypothesis 1: The experimental group will manifest a
significantly more favorable self-concept
than the control group as measured by
changes in "self-concept scale" scores
on the MSGO .
The Miskimins Self-Goal-Other test (Miskimins 1968) was used as the
outcome measure for this hypothesis. Due to the skewness of scores, a sign
test was used to compute the change between pre-test and post-test means for
both the experimental and control groups.
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Hypothesis 2: The experimental group will have fewer
discrepancies between self-concept and goal
self-concept than the discrepancies between
self-concept and goal self-concept of the
control group.
The Miskimins Self-Goal-Other test was used as the outcome measure
of this hypothesis. Due to the skewness of scores, a sign test was used to
compute the change between pre-test and post-test means for both the
experimental and control groups.
Hypothesis 3: The experimental group will manifest a greater
change in the positive direction in their scores
on the Perceived Responses of Others scale of
the MSGO than the control group.
The Miskimins Self-Goal
-Other test was used as the outcome measure
of this hypothesis. Due to the skewness of scores, a sign test was used to
compute the change between pre-test and post-test means for both the experi-
mental and control groups. An assumption underlying the use of a parametric
statistic that there be a normal distribution of scores around the means, was
violated and therefore the sign test, a non-paramctric statistic, was used in
addition to test the differences between pre-test and post-test scores for both
groups.
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Hypothesis 4: The experimental group will manifest lower
discrepancies between self-concept and per-
ceived responses of others (SC-PRO) than the
control group.
The Miskimms Self-Goal-Other test was used as the outcome measure
of this hypothesis. Due to the skewness of scores, a sign test was used to
compute the change between pre-test and post-test means for both the
experimental and control groups.
Hypothesis 5: The semantic differential scores on the concept
of, ’’ability to communicate with others, " will
become significantly more favorable in the
experimental group than in the control group.
The semantic differential was used as the outcome measure for this
hypothesis. Due to the skewness of scores, a sign test was used to compute
the change between pre-test and post-test means for both the experimental and
control groups.
Hypothesis 6: The semantic differential scores on the concept
of ’’feelings about teaching, " will become
significantly more favorable in the experimental
group than in the control group.
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The semantic differential was used as the outcome measure for this
hypothesis. Due to the skewness of scores, a sig„ test was used to compute
the change between pre-test and post-test means for both the experimental
and control groups.
Hypothesis 7: The semantic differential scores on the
concept of, ’’ability to let others do as they
want to, ” will become significantly more
favorable in the experimental group than in
the control group.
The semantic differential was used as the outcome measure for this
hypothesis. Due to the skewness of scores, a sign test was used to compute
the change between pre-test and post-test means for both the experimental and
control groups.
Hypothesis 8: The "humanism" scores of the experimental
group will become significantly more
favorable (lower) than those of the control
group as measured by the PCI.
The Pupil Control Ideology test was used as the outcome measure for
this hypothesis. Due to the skewness of scores, a sign test was used to compute
the change between pre-test and post-test means for both the experimental and
control groups.
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Additional Evaluative Data
In addition to the instruments described above, a taped interview of
the treatment group was conducted by a neutral interviewer. The interviewer
was given the list of questions reproduced below:
1. How did you choose the METS program?
2. How did you feel during the first few weeks
of the program?
3. Were there any changes in your feelings later
on? Describe.
4. Discuss your learning process in the program.
5. What effects (if any) occurred in our behavior
outside the program?
6. What sort of a teacher are you now? Do you
think you would have been different had you not
been in the program? Discuss.
7. What was the most significant event for you in
the program ?
8. How would you change the program?
The resulting tape was analyzed for statements referring to the eight
hypotheses. Where a clear majority of this self-reported opinion was evident,
it is reproduced with the statistical data in Chapter V.
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Summary
As a result ot the skewed distribution of scores obtained in all the
measures, the sign test, a non
-parametric statistic, was employed to measure
any statistical differences which might have occurred due to the treatment. In
the sign test, change scores for both groups were randomly matched and the
test computed on the basis of the random matching. The use of the sign test in
this instance is explained by Siegel as follows:
The sign test gets its name from the fact that it
uses plus and minus signs rather than quantitative
measures as its data. It is particuarly useful
for research in which quantitative data is impossible
or unfeasible, but in which it is possible to rank
with respect to each other the two members of
each pair.
The sign test is applicable to the case of two
related samples when the experimenter wishes
to establish that two conditions are different. The
only assumption underlying this test is that the
variable under consideration has a continuous
distribution. The test does not make any assump-
tions about the form of the distribution of
differences, nor does it assume that all subjects are
drawn from the same population. The different pairs
may be from different populations with respect to age,
sex, intelligence, etc.
; the only requirement is that
within each pair the experimenter has achieved
matching with respect to the relevant extraneous
variables, (Siegel, 1956, p. 68).
The results of these tests and an analysis of the data is presented in
Chapter V and the discussion of the results is presented in Chapter VI.
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CHAPTER V
ANALYSIS OF THE DATA
In this chapter, a statistical analysis of each hypothesis will be
presented, A non-parametrie statistic, the sign test, was used to test the
eight hypotheses generated by this study. The rationale for the use of the sign
test was presented in Chapter IV.
General Hypothesis
The general problem of this study was an attempt to determine whether
the humanistic component (described in Chapter III) of a teacher education
program does produce a measurable positive change in students' attitudes
towards: (1) self-concept; (2) ability to communicate with others; (3) feelings
about teaching; (4) positive attitude toward having an open and more permissive
classroom. Eight hypotheses were generated to test this humanistic component.
The report of these tests follows.
Self-Concept
Two hypotheses were generated to test for measurable positive change
in students' attitudes towards self-concept.
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Hypothesis 1: The experimental group will manifest a
significantly more favorable self-concept
than the control group as measured by
changes in "self-concept scale" scores on
the MSGO.
A sign test was computed between pre-test and post-test change scores
for the experimental and control groups. The results of this test are reported
in Table I.
As shown in Table I, there was no statistical significance between the
change scores of the two groups. The mean improvement score for the
experimental group was 4.64 points while the mean improvement score for the
control group was
-.07 points. This change in mean scores does indicate that
there was some improvement in the experimental group when compared to the
control group. However, the lack of statistical significance required that the
hypothesis be rejected.
Hypothesis 2: The experimental group will have fewer
discrepancies between self-concept and
goal-self-concept than the discrepancies
between self-concept and goal-self-
concept of the control group.
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To test hypothesis 2, a sign test was used to analyze the data. As
it is indicated in Table II, there was no statistical significance between the two
groups. However, the mean improvement score for the control group was
-1.29 points while the mean improvement score for the experimental group
was 15. 14 points. This change in mean scores is an indication that, after
training, the discrepancies between self-concept and goal self-concept did
decrease for the trained group. It should be noted that nine out of fourteen
subjects in the experimental group showed this positive change in relation to
the control group. Due to the lack of statistical significance, the hypothesis
was rejected.
The results of the analysis of these two hypotheses seemed to indicate
that there was no statistically significant difference in attitudes concerned with
self-concept between the experimental and control groups.
Ability to Communicate With Others
Three hypotheses were generated to test for positive change in students'
attitudes toward their ability to communicate with others.
Hypotheses 3: The experimental group will manifest a
greater change in the positive direction in
their scores on the Perceived Responses of
Others scale of the MSGO than the control
group.
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A sign test analysis was employed to test hypothesis 3. The results
of this analysis may be seen in Table III. The sign test was used beeause the
scores were not normally distributed (Guilford, 1967).
The results shown in Table III indicate that there was no statistical
significance between the two groups. It may be noted that the mean improvement
score of the experimental group was 8. 29 points and the mean improvement
score of the control group was
. 21 points. While this does suggest that the
experimental group improved somewhat more than the control group, the
analysis in Table III indicated that the changes were not statistically significant
and therefore the hypothesis was rejected.
Hypothesis 4: The experimental group will manifest lower
discrepancies between self-concept and
perceived responses of others (SC-PRO)
than the control group.
A sign test was used to analyze the data generated from hypothesis 4.
As a result of the skewness of the data, this non-parametric statistic was used.
The results of this analysis are shown in Table IV.
As it can be seen in Table IV, the experimental group improved
significantly. The probability statement derived from the sign tests is a
reflection of the fact that all fourteen subjects in the experimental group had
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more improved change scores than those in the control group.
As the data reported in Table IV indicate, those not receiving
training had significantly increased discrepancies between their self-concepts
and the ways they saw themselves being responded to by others. The mean
improvement score of the control group was
-26. 93 points while the mean
improvement score of the experimental group was 3.43 points.
These findings seem to indicate that, while the treatment did not
appreciably lower the discrepancies between self-concept and perceived
responses of others reported by the experimental group, it may permit the
conclusion that the training prevented the statistically significant rise in
discrepancies reported by the control group.
The results of the analysis demonstrated that the group which received
the training was able to maintain lower discrepancies between self-concept and
perceived responses of others than the control group. P = .001 was derived.
The hypothesis was supported.
Hypothesis 5: The semantic differential scores on the
concept of, "ability to communicate with
others, " will become statistically
significantly more favorable in the
experimental group than in the control
group.
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A sign test was used to test this hypothesis. The results of the
analysis can be seen in Table V. The sign test revealed that there was no
significant difference between the change scores of the two groups. Both
groups manifested slightly less favorable scores on the semantic differential
test of the concept, "ability to communicate with others. " but this change was
not significant. The hypothesis was rejected.
Feelings About Teaching
One hypothesis was generated to test for positive change in this
dimension.
Hypothesis 6: The semantic differential scores on the
concept of, "feelings about teaching, "
will become significantly more favorable
in the experimental group than in the
control group.
To test this hypothesis, a sign test was computed between the pre-test
and post-test change scores for both the experimental and control groups. The
results of this test are shown in Table VI.
Although the mean improvement score for the experimental group was
3.21 points and the mean improvement score for the control group was -1.4
points, analysis of data by the sign test showed this change to be insignificant,
and therefore the hypothesis was rejected.
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Open Classroom
Two hypotheses were
positive attitude toward having
generated to test for change in the dimension of
an open and more permissive classroom.
Hypothesis 7: The semantic differential scores on the
concept, "ability to let others do as they
want to, " will become significantly more
favorable in the experimental group than
in the control group.
A sign test was used to test hypothesis 7. The results of this analysis
are shown in Table VII.
As it is indicated in Table VII, there was no statistical significance
at the .05 level in change scores between the two groups. However, it should
be noted that ten experimental subjects had improved change scores out of the
fourteen in the experimental group when compared to the control group. In
addition, the mean improvement score of the control group was
-5.64 points
while the mean improvement score for the experimental group was 4.79 points.
The hypothesis was supported at the
. 09 level but not at the
. 05 level of
significance. Therefore, the hypothesis was rejected.
Hypothesis 8: The "humanism" scores of the experimental
group will become significantly more favorable
than those of the control group as measured by
the PCI.
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A sign test was employed to test this hypothesis. The results of this
analysis are shown in Table VIII.
As it can be seen in Table VIII, there was no statistical significance
between the two groups. There was an increase in the mean improvement
score of the experimental group of 1.57 points, and a corresponding decrease
in the mean improvement score of the control group of
-1.43 points. Due to
the lack of statistical significance, hypothesis 8 was rejected.
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Change Scores
Direction of Differences Sign
C E
+ 5 +28 Xc < Xe -
-11
-46 Xc > Xe +
- 8 +13 Xc < Xe -
+54 + 1 Xc > Xe +
- 5 - 7 Xc > Xe +
+ 4 + 7 Xc < Xe -
-30
-13 Xc < Xe -
+10 +14 Xc < Xe -
+18 +16 Xc > Xe +
+ 1 -64 Xc > Xe +
-35 -11 Xc < Xe -
+ 2 +14 Xc < Xe -
+ 8 -26 Xc > Xe +
-12 + 9 Xc < Xe -
P = n. s.
MSGO SC (20) Scale
Table I
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Change Scores
Direction of Differences Sign
C E
+ 1 + 9 Xc < Xe -
+ 6 -21 Xc > Xe +
+ 5 - 8 Xc > Xe +
+14 - 6 Xc > Xe +
+10 -24 Xc > Xe +
+11 -15 Xc > Xe +
-14
-14 Xc ^ Xe 0
-12 -11 Xc > Xe -
+ 4 -11 Xc > Xe +
+ 1 -74 Xc > Xe +
-28 -12 Xc < Xe -
+ 7 0 Xc > Xe +
+12 -49 Xc > Xe +
0 +24 Xc < Xe -
P = n. s.
MSGO SC-GSC (20) Scale
Table II
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Change Scores
Direction of Differences Sign
C E
- 2 -11 Xc > Xe 4-
- 8 -44 Xc > Xe 4-
-19
- 7 Xc < Xe -
+74
- 8 Xc Xe 4-
+15
- 6 Xc > Xe 4-
- 7 + 6 Xc < Xe -
- 3 + 4 Xc < Xe -
- 3 + 4 Xc < Xe -
- 8 +17 Xc < Xe -
+ 3 -45 Xc > Xe +
-29
-11 Xc < Xe -
+11 + 8 Xc > Xe +
+ 7 -41 Xc > Xe +
-50 +18 Xc < Xe -
P = n. s.
MSGO PRO (20) Scale
Table III
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Change Scores
C E
Direction of Difference Sign
+15 + 8 Xc > Xe +
+18
- 5 Xc > Xe +
+40 +11 Xc > Xe +
+24
-10 Xc > Xe +
+34
-24 Xc > Xe +
+38 - 7 Xc > Xe +
+ 8 + 1 Xc > Xe +
+24 + 3 Xc > Xe +
+27 - 1 Xc > Xe +
+28 - 9 Xc > Xe +
+22 - 2 Xc > Xe +
+37 + 4 Xc > Xe +
+27 -16 Xc > Xe +
+35 - 1 Xc > Xe +
P = .001
MSGO SC-PRO (20) Scale
Table IV
97
Change Scores
SignC E
.Direction ot Difference
- 5 - 8 Xc < Xe
- 1 +20 Xc > Xe +
+28 + 4 Xc < Xe -
+ 9 + 2 Xc < Xe -
+ 4 +15 Xc > Xe +
+ 4 - 1 Xc < Xe -
- 4 - 2 Xc > Xe +
-13
-12 Xc > Xe +
+ 8 -24 Xc < Xe -
-34
-13 Xc > Xe +
+28 +15 Xc < Xe -
- 9 - 2 Xc > Xe +
0 +35 Xc > Xe +
+16 +15 Xc < Xe -
Table V
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Change Scores
Direction of Difference SignC E
-47 + 1 Xc > Xe +
- 3 -16 Xc < Xe -
+38 -21 Xc < Xe -
+ 3 - 2 Xc < Xe -
+17 - 1 Xc < Xe -
- 2 + 2 Xc > Xe +
+25 -15 Xc < Xe -
-31
-15 Xc > Xe +
+24 + 1 Xc < Xe -
-43 + 2 Xc > Xe +
+42 +12 Xc < Xe -
- 5 - 1 Xc > Xe +
- 1 -10 Xc < Xe -
- 1 + 8 Xc > Xe +
Table VI
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Change Scores
Direction of Difference Sign
C E
+ 1 -12 Xc < Xe
- 3 +13 Xc > Xe +
+34 + 5 Xc < Xe
-
+ 3 + 7 Xc > Xe +
-11 +31 Xc > Xe +
+ 6 - 3 Xc < Xe -
- 5 + 7 Xc > Xe +
-22 + 5 Xc > Xe +
- 4 - 5 Xc < Xe -
-33 - 1 Xc > Xe +
-10 +16 Xc > Xe +
-11
- 4 Xc > Xe +
-13 - 9 Xc > Xe +
- 9 +24 Xc > Xe +
Table VII
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Change Scores
Direction of Difference SignC E
+ 5 + 8 Xc < Xe
- 3 +26 Xc < Xe
- 8 - 3 Xc < Xe
- 1
- 7 Xc > Xe 4*
+12
- 9 Xc > Xe 4-
+ 4 0 Xc > Xe +
- 2
- 3 Xc > Xe +
- 2 + 4 Xc < Xe
_
+ 1 - 1 Xc > Xe +
- 4 - 1 Xc < Xe
-27 0 Xc < Xe
—
+ 9 - 1 Xc > Xe +
- 8 + 2 Xc < Xe -
+ 6 0 Xc > Xe +
P = n. s.
PCI Scale
Table VIII
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Summary
Only one of the eight hypotheses was statistically supported. A
discussion of these results and recommendations for future research are
presented in Chapter VI.
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CHAPTER VI
DISCUSSION AND SUMMARY
The general problem of this study was an attempt to determine whether
a humanistic component (as described in Chapter III) of a teacher education
program produced measurable positive changes in students’ attitudes towards:
(1) self-concept; (2) ability to communicate with others; (3) feelings about
teaching; (4) positive attitude toward having an open and more permissive
classroom. This chapter will present a discussion of the data analyzed in
Chapter V. The implications for further research and the limitations of this
study will also be discussed.
On an over-all statistical basis it must be concluded that the humanistic
component did not, with one exception, produce measurable positive changes.
Out of the eight hypotheses generated to test this component, only one was
supported. Statistically significant evidence of attitudinal changes in the
predicted direction were not in evidence (with that one exception).
There were four areas of student attitude which were examined and
each will be discussed in turn below.
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Self-Concept
As it was reported in Chapter V, both of the hypotheses generated to
test students' attitudes toward self-concept were rejected due to the lack of
statistical significance. However, the experimental group manifested a rise
in mean improvement score for both hypotheses. In addition, nine out of
fourteen subjects in the experimental group showed more positive change than
the control group in relation to hypothesis 2. That is to say, they showed a
decrease in discrepancies between self-concept and goal self-concept (the self-
concept they felt they would like to have).
On the basis of the two MSGO scales used, there was no significant
improvement of scores in the trained group compared to the control group. On
both scales the control group remained nearly the same while the experimental
group improved slightly.
There is some other evidence which would be useful to view at this
time concerning this issue. Subsequent to the post-test, a neutral interviewer
met with the experimental group for a two hour taped discussion of the METS
program. In this session, a large number of statements relating to self-
concept and goal self-concept were made. All of them were of a positive
nature; a few representative samples are reproduced below.
Student A: "I feel less guilt about the choices I make. "
Student B: "I got comments on my ideas and for the first time I've been able
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to express them and take more of a leadership role in front of a classroom. "
Student C: "METS developed my self-confidence. I feel that I can handle
classroom experiences.
”
Student D: "It's not that obvious, an "A, B, and C' that’s humanistic about
me - it's a change inside. It’s a change in the way I express myself, in the way
I feel about myself. "
Student E: ”I’ve learned to accept failure. If a technique doesn’t work, so
I 11 try another. I learned this in METS. I'm not going to shatter when things
don’t work. "
From this evidence, it can be argued that there were, in fact, changes
in the METS students' self-concepts which did not appear in a measurable
way on the MSGO scales. In addition to this evidence, there is the evidence of
the observations by METS staff and principals and cooperating teachers in the
field. The METS staff, all previously experienced supervisors of practice
teachers, reported numerous incidents in their field observations, which they
felt were clear indications of improved self-concepts on the part of their
advisees. An overwhelming majority of principals and cooperating teachers
reported great satisfaction with the METS students' apparent self-confidence and
assertivenes. One principal went so far as to write a letter to the School of
Education requesting that they send him in the future only "METS students or a
similar type. " He went on, "these interns have a manner about themselves in
dealing with children that I feel is worthy of mention. " On the face of such evidence
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it would seem that the METS program did have a positive effect on students'
attitudes towards self-concept. The analysis of statistical data from this study
did not support the more impressionistic evidence.
Possible reasons for the apparent contradiction implied above will be
presented later in this chapter.
Ability to Communicate with Others
Three hypotheses were generated to test for positive change in students'
attitudes toward their ability to communicate with others. The first of these
hypotheses, hypothesis 3, was that the experimental group would manifest a
greater change in a positive direction in their scores on the Perceived
Responses of Others scale of the MSGO than the control group. As a result of
statistical insignificance, the hypothesis was rejected. It was noted however
that the experimental group showed a mean improvement of 8.29 points compared
to the .21 points change in mean scores of the control group.
The second of these hypotheses was that the experimental group would
manifest lower discrepancies between self-concept and perceived responses of
others than the control group. This hypothesis was supported at the .001 level
of confidence. The data seemed to indicate that, while the treatment did not
appreciably lower the discrepancies between self-concept and perceived responses
of others reported by the experimental group, it did prevent the statistically
significant increase in these discrepancies which was manifested in the control
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group s scores. The third hypothesis associated with the concept of the ability
to communicate with others was that: the semantic differential scores on the
concept of. "ability to communicate with others, " would become statistically
significantly more favorable in the experimental group than in the control group.
Due to the lack of statistical significance this hypothesis was rejected.
The trend toward positive change shown in the first hypothesis and the
statistically significant change demonstrated in the second are supportive of
the "clinical" evidence which follows. The taped interview referred to earlier
produced a number of statements regarding the students' ability to communicate
with others, some of which are reproduced here:
Student A: "I find it much easier to hug people. It is much easier to reach out
than it would have been in a regular classroom where you talk about, you know,
the weather, the subject matter, 'cause the subject matter was us. "
Student B: "It's much easier now to take the first step to know other people. "
Student C: "I've come to realize that a learning experience is not only in a
classroom. I was able to learn from conversations, one-to-one. "
Student D: "I've gotten to know, for the first time in my life, other women
my own age, on an intellectual level, not just knitting and cooking. "
Student E: "I felt that I was getting to know the other people in the class, I had
individual contact. I guess it's because through the structure of METS you get
to know other people, not just people sitting next to you in class, people with
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lives, with talents, and its all opened up so that you can react to them as your
self Instead of just sitting there taking in things like you usually do in classrooms.
I was able to give; it's more of a give and take relationship than in other
classrooms. "
At the beginning of the program, when students experienced some
difficulties with their cooperating teachers, they came to the staff asking that
the staff solve these problems. By the end of the first semester the students
were engaging in complex and challenging negotiations with their cooperating
teachers and even with principals.
It can be inferred from this evidence that there were indeed positive
changes among METS students in the ability to communicate with others. Indeed,
one would be rather surprised if there were no such changes. If there was one
central theme uniting all METS experiences and activities it was communication.
The massive amount of feedback which a METS student received regarding the
ways in which other people perceived her, would seem to be ample reason to
expect the significant results achieved in hypothesis 4.
Feelings About Teaching
One hypothesis was generated to measure students’ attitudes regarding
this concept. The analysis of data, using the sign test, showed the slight
changes in scores to be insignificant and the hypothesis was rejected. Subjects
in control and experimental groups did not show significant change in either
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direction in their reports of their feelings about teaching.
This test evidence was contradicted by the self-reports given by those
students during the taped interview. Representative samples from that tape
are reproduced below:
Student A: "After the initial few weeks when the facilitators provided the
directions, there was a lull. People waited to be told what to do, then we
realized that we needed to take the initiative, but we had to figure out what to
do and how to do it. We got mad at ourselves and began to realize that it was
our program and we had the choice of making it what is was going to be. I
decided tha t if I ever was going to be able to approach a classroom and tell the
c hildren that they could do what they wanted to do, and realize the kinds of
feelings they were going through, I would have to do something too
.
" [Italics
added.
]
Student B: "I'll use these same experiences in my classroom. "
Student C: "I'm going to be a lot less concerned with teaching and a lot more
concerned with kids as individuals. "
Student E: "My co-op teacher left me alone with the kids for an hour one day
about a month ago and I thought that I'd have them all do something with me.
Then I thought, 'maybe they don't all want to do something with me, and that's
o.k.
"
The six students (9. 2% of the METS population) who opted to leave the
field of teaching constitute another measure. These students did not "flunk"
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out, they opted out of their own free will - and reported that they were happy
with the decision. These students certainly had their feelings about teaching
changed in radical ways, at least as those feelings are translated into career
affecting behavior. All six came to their decisions after participation in the
program, many field experiences, and many sessions with their METS advisors,
None of these students were in the sample tested (experimental group).
Open Classroom
Two hypotheses were generated to test students' attitudes toward
having an open and more permissive classroom. The first of these hypotheses
was that the semantic differential scores on the concept, "ability to let others
do as they want to, " would become significantly more favorable in the experi-
mental group than in the control group. The data was supported at the
.
09
level but not at the
. 05 level of significance.
The second of these hypotheses, hypothesis 8, was that the "humanism"
scores of the experimental group would become significantly more favorable
than those of the control group as measured by the PCI. The analysis of data
showed no significance between the two groups.
Trends and Significance
In all but the fifth hypothesis measured, the experimental group
manifested some positive change. In six out of eight cases the control group
showed a negative improvement score. Although these figures were not
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statistically significant they might be evidence of a trend in the data.
Additionally, in hypothesis two, nine out of the fourteen experimental
subjects showed greater positive change than their opposite numbers in the
control group, and in hypothesis seven, the figure was ten out of fourteen
subjects.
These trends, in addition to the self-report taped information, and
the reports of METS staff and cooperating teachers and principals, would
tend to indicate that positive changes were taking place which were not adequately
measured by the instruments used.
This leads us then to one of the problems researchers encounter in this
area: how can the effects of a complex humanistic program be measured?
In this study the attempt was made to measure students' attitudes towards four
issues associated with personal and professional growth. On the basis of post
hoc thinking, we might have attempted to observe and measure behavior. The
problem is, however, which behaviors are significant? How does one select
desired behavioral outcomes in a program which is constructed around the
assumption that learners should have a major role in choosing what to learn,
when and how to learn ? Assuming that such a list of desired behavioral out-
comes were constructed, the practical problems involved in the observation
and measurement of those behaviors were beyond the resources of this
researcher: obtaining adequate behavioral measures, recruiting (and paying)
observers, training the observers in the use of the instruments, and providing
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for unobtrusive observation are but a few of these difficulties. Altitudinal
measures were chosen for these logistic reasons.
Limitations of the Study
There were a number of limitations of this study which affected its
predictive potential, it is hoped, however, that the inclusion of a listing of
these will be useful to those who wish to interpret the findings of the study and
to those who wish to do further research in this field.
The first limitation was that there was no attempt made to prevent
communication between the groups. Interactions between these groups may
have had an effect on the results.
The second limitation was that the experimenter was one of the
program (tieatment) staff. Students might have been affected in their responses
to the tests by their feelings toward him.
The third limitation was that the experimental group had extended
field contact while the control group did not. There was some verbal evidence
that such contact tended to make the experimental group more negative in their
ratings of self.
A fourth limitation was that the students were aware of the purposes
of testing. They knew, for example, that it was the METS program we were
testing. In the future, a larger, less easily identifiable group of students
might be tested. In this larger group, unidentified as such, would be the
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control and experimental groups.
Another limitation of this study, as previously noted was that the
experimental group was not randomly selected, but was randomized from a
self-selected group. It is possible that there is a certain "type" of student
who selects humanistic programs. Or, more accurately, we don't know
exactly what it was, for each student, which attracted her to the program.
Related to the above limitation is the question of the existence of a
humanistic type" student. If we posit the existence of such a type, it may be
that the test scores of the type would mask any significant changes. It could
be conjectured that such a group might have been at or near a floor or ceiling
in their growth. If this were the case, any training would have shown little or
no effect in testing. If this group were at a plateau in the curve of their growth,
only more time in training would effect change: the change would occur vtien
the students were ready again to commence learning. This speculation should
of course be tested for in some way. Perhaps a longitudinally organized testing
program, from the time a population of students enters the college until they
enter the teacher training program, will enable the experimenter to plot curves
for each student and select matched samples for testing.
At the post-test, four control group subjects and three experimental
group subjects volunteered (on a blank page included entitled, "Comments")
that they remembered many of their answers from the pre-test. This would
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have the effect of diminishing change scores, for people tend to try to give
consistent answers when they can. The pre-test might also have become a
treatment variable. The use of a Solomon Four Group Design would be one
way to remedy this limitation as it is an efficient way to control for such effects.
Another limitation of this study was the small number of subjects.
This may account for the skewed distribution of scores which necessitated the
use of the sign test, a non-parametric statistic. A larger group of subjects is
recommended for replications of this study, or of similar studies in this field.
As was referred to earlier, a major limitation of this study is in the
choice of measures. The attitudinal approach was chosen because attitudes
seemed to sum up the complex change processes which we expected our students
to undergo. The METS students were not being asked to learn a simple series
of skills or to memorize a body of information. They were being asked to examine
their selves and to experiment with their own intra- and interpersonal growth.
The behaviors resulting from such processes could not be predicted by the
experimenter. It was thought that attitudes would reflect the changes which
might occur. This indirect approach might be replaced by a more direct
behavioral observation/measurement instrument. We had in this study be-
havioral reports from staff and from school personnel confirming positive change
and statistical evidence denying it.
Another limitation of the study is what is termed the self-fulfilling
prophecy, (Rosenthal, 1 9G 8) . Students entering the School of Education at the
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University of Massachusetts cannot fail to be cognizant of the reputation of the
school for a humanistic orientation, an emphasis on innovation, experimentation,
individualized instruction, personal growth. The Interim Catalog
, published
July 24, 1969, spelled out these intentions clearly. Whether or not the School
of Education has fulfilled its mandates is irrelevant, what is important is the
possibility that students expected that it would. Thus, students in the experi-
mental and control groups were exposed to a number of courses with at least
a humanistic flavor if not a total focus on humanistic education, and may have
expected to participate in the personal growth implied by such an orientation.
The control group may have functioned rather as a Hawthorne group, responding
to the School of Education's reputation, a variable not originally thought to be
an agent of change to be controlled for. Thus Hawthorne and specific training
effects may have been confounded. This may partly account for the lack of
statistically significant differences in their changes scores.
The self-perceptions of behavioral change and behavioral change itself
may have been affected by these expectancies. Rosenthal reported that the
operation of the expectancy effect is not dependant on operant conditioning,
(1968, p. 29). That is to say that expectancies held at the beginning of the
program of training would be sufficient to produce effects without additional
reinforcement during the program.
Furthermore, the staff is not immune from the possible operation of
- this effect. The reports by the staff (and by teachers and principals) may have
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en highly colored by their expectations of hoped-for growth in the students.
Finally, a most important limitation of the program is the free choice
element. The METS program gave its students a substantial measure of free
choice in the selection of modules to attend and in the amount of attendance in the
total program. Free choice would have been adversely affected had the staff
taken attendance so no record exists of the amount or consistency of attendance
of all the METS students or of those fourteen selected for the experimental
group. From the data available, there is no way to correlate attendance with
test scores or with change in attitudes. It might be said, for example, that
the existence of free choice itself was an important contributor to attitudinal
changes, or even that absence from the training produced change.
If it is true, as the METS staff believed and as one of the students
quoted earlier stated, that the experience of free choice was critical to the
development of the ability to help children learn to deal with free choice, a bind
is constructed. On one side there is the need to have such an element in a pro-
gram and on the other side is the fact that such an element makes measurement
of the program extremely difficult. Future research should test models similar
to the one described in Chapter III with and without free choice, in order to
isolate and examine the effects of this variable.
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Implications for Further Research
This was an attitudinal study of the humanistic component of a teacher
education program. A summary of the recommendations for further research
is provided below.
1* The use of randomly assigned groups is recommended with one
reservation. The element of free choice which prevented the use of randomly
assigned groups in this study may be a key element in personal and attitudinal
positive growth. Studies would therefore benefit from the use of both randomly
assigned and self-selected (free choice) groups for comparison and isolation of
the effects of this variable.
2. Expectancy and Hawthorne effects should be controlled for perhaps
through the use of a double-blind study with neutral raters, a Hawthorne group
as well as a control group.
3. The effects of pretesting should be controlled for through the use
of a Solomon Four Group or similar design. The use of placebo tests might
be considered.
4. Unusual distributions of scores should be obviated possibly through
the use of a larger number of subjects.
5. The effects of communication between groups should be controlled
for through some method of isolating groups from each other.
6. Effects possibly caused by the subjects' knowledge of the purpose
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of the study should be eliminated. This might be accomplished through testing
a larger population than the intended target population. If everyone in a
population is tested, the control, experimental, and other groups will be
unable to identify themselves. The purposes of the examination can be more
easily concealed.
The use of placebo tests, mentioned in item three above, might be
considered here. If a number of differing tests are administered, the subjects
will be less likely to infer the purposes of the study. Also, groups pretested
with placebo instruments can be post-tested with the instruments used in the
study to isolate the effects of the pre-testing.
7. The use of behavioral measures is recommended. Behavioral
measures are used frequently when the researcher has clearly defined behavioral
outcomes he desires or predicts. In this study, the training was intended to
stimulate change in many areas of behaving and to provide opportunities for the
integration of these changes. To measure such a program behaviorally might
require the construction of more ’’open-ended" instruments.
8. The length of time between observations was four months in this
study. It is possible that greater time was needed for effects to appear in
measurable amounts. It is recommended that similar studies be made over a
longer time period.
9. A study by Riessman (1965), reported by Rosenthal (1968), described
- a teacher education program for teachers in low-income areas. Riessman
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proposed that a respect for low-income culture be taught to teachers-in-
traming. He advocated the deliberate use of the self-fulfilling prophecy as a
tool to produce achievement.
It is recommended that further research be done along these lines
using expectancy effects to deliberately promote personal growth. This should
be done at an institution which does not have a reputation for a humanistic or
personal growth focus in order to avoid the difficulties described earlier in
this chapter.
Summary
This study was designed to determine whether a humanistic component
of a teacher education program would produce measurable positive change in
students' attitudes toward: (1) self-concept; (2) ability to communicate with
others; (3) feelings about teaching; (4) positive attitude toward having an open
and more permissive classroom. The humanistic component, called METS
(Model Elementary Training Sequence), functioned as an adjunct to the
traditional methodological training program at the University of Massachusetts.
The program consisted of two segments: pre-training and field experience.
The entire program ran for nine months but this study measured only the pre-
training segment.
A pre-test was administered to the experimental and control groups
prior to training and a post-test was administered following training.
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The population consisted of junior and senior students in the elementary
education student teaching block at the School of Education, University of
Massachusetts. Fourteen students were randomly selected from the total
population as a control group and fourteen self-selected METS students were
randomly selected from the METS program.
The trainers in the program were five doctoral students at the
School of Education.
The outcome measures employed in this study were: three semantic
differential scales; the Miskimins Self-Goal-Other Discrepancy Scale; the
Pupil Control Ideology.
Eight hypotheses were tested and analyzed in this study. These
hypotheses were organized in the four categories of student attitudes mentioned
above
.
The results of the testing of the hypotheses indicated that: (1) no
significant changes occurred in self-concept; (2) there was a statistically
significant improvement in discrepancies between self-concept and perceived
responses of others; (3) no significant changes occurred in feelings about
teaching; (4) no significant changes occurred in attitudes related to maintaining
open and more permissive classrooms.
The statistical insignificance reported was contradicted by open-ended
student self-reports obtained through interview.
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This study revealed the need for tighter research designs in this area
of investigation. Variables this study suggests should be controlled for
include: expectancy effect, Hawthorne effect, free choice, self-selection, and
floor or ceiling effect.
This study also revealed the need to examine whether there is a
"humanistic type" student who tends to choose programs such as the one
described herein and whose characteristics, when tested, would skew results.
The results obtained in this study would seem to indicate that students
in a more traditionally organized methodological sequence tend to experience
a marked increase in discrepancies between the ways in which they perceive
themselves and the ways they believe others perceive them. This result
should be investigated further especially in terms of the causation of such
changes.
The results of this study provide encouragement for further research
into the use of humanistic techniques in teacher training and clear cautions about
the design of investigations in this field.
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’AWARENESS EXPERIENCES” FOR ELEMENTARY
STUDENT TEACHERS
By
Frederick H. McCarty
Bernard Nisenholz
Russell Kraus
It is the first week that student teachers from Alpha College are out
visiting the public schools. You are invited to Parksite School in which some
of the student teachers you’ll be supervising are doing their observations.
As you walk into one classroom, you observe some of the student
teachers sitting in the back of the room with plugs in their ears.
Next you notice a student teacher holding the ladder for a custodian who
is changing a light bulb and engrossed in conversation with him.
In another classroom, you observe a student teacher looking at all the
desks and making a list of what is written and carved on them.
In the principal’s office, a student teacher is interviewing the principal.
She is focusing on his feelings about his job, the children, himself.
What you are seeing, as you probably have already realized, is not
typical of first week experiences of student teachers. These are a few of the
awareness experiences the authors have developed for the improvement of
teacher training. Some of them are intended to enable the student teacher to
better realize how school is experienced by the children; others are geared to
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increasing understanding of the processors of the educational environment -
the school board, the support personnel, parents and so on.
Some experiences are devised to help practice teachers become aware
of classroom events, both verbal and non-verbal, overt and covert, which affect
the learning within.
With considerable variations in the length of school visits, numbers
of classes and schools seen, and complexity in the organization of these
experiences, the idea of the observation is fairly uniform: this is a "taste” of the
classroom experience to come. Student teachers are supposed to become aware
of the parameters of their chosen profession. In many cases, it is intended
to be the first taste of classroom reality after the courses in theory, philosophy,
and methods.
It is therefore lamentable that these observations so often have a
passive character. The prospective teacher rarely gets a "in depth" perspective
about the learning processes she observes.
Her impressions which seem to last come from the teachers she talks
to and from her outside viewpoint. Rarely, if ever, does she get more than a
glimpse of the school world as perceived by the client of that system. It is that
client's-eye view which we would like to explore here.
To hear a doctor talk about his hospital and then to hear the nurse's
perceptions would give a very skewed view of that institution. Those of us who
have spent time as in-patients know the hospital in very different terms. We
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know where it succeeds and fails - and from a subjective, personal, and
potentially highly-motivated frame of reference. Many modern hospitals have
been designed with the help of interviews with patients. It is this rationale
which impels us to urge the incorporation of client-centered experiences into
teacher training programs. More than just the clients' world, it would be
useful to become aware of the institution as perceived by all its member groups.
In addition, we know that experiential learning, active learning, has
greater potential than passive "book learning. " Practice teaching is itself one
example of this principle. We would like students to move away from objectivity,
distance, and the 1 from the top down" vantage point and into an "action-research"
model in which they can become uniquely sensitized to their future students'
worlds. We see the following list as preparing them to make more accurate
and effective professional decision in choice of activities, methods, content
and teaching styles
.
1. Spend an hour observing a class with plugs in your ears. Pay
attention to non-verbal cues. What is being communicated? How much of the
non-verbal behavior is noticed by the teacher? How much of the teacher's non-
verbal behavior is noticed by the children?
2. Talk to the school secretary and/or the school custodian. Arrange
to assist them for a short period. How do teachers, administrators, and
students behave toward you? How much enjoyment is there in these jobs?
3. Arrange to interview the principal of a school. Focus on his
I133
feelings about his job, the teachers, parents, the children, Ihe district. Ask
what his biggest worries are. Ask him to explain his philosophy of education.
Ask him how he decided to become principal.
4. Make a list of everything written on the walls in a school bathroom
and on desks in one classroom. Try to imagine the feelings which underly the
graffiti you find. Imagine the situations which caused those feelings. How are
graffiti in elementary schools different from those in higher grades? Are the
feelings the same ? (Are urban school graffiti different from those you might
find in suburban schools ?)
5. Imagine what a school would be like if it didn't have a principal or
any one "boss man. " Describe such a school. How would decisions be made?
Would you like to work in such a school? Share this exercise with several
teachers.
6. Anange to "tag along" with a 5-12 year old whom you didn't
previously know. Spend a full day with him or her. After the day is over,
pretend you are an "Emotion Accountant" and draw up a "Psychic Balance
Sheet' for him. How did he come out? With a positive or a negative balance?
How did he feel about having you along? How did you feel?
7. See two or three current children's movies. Watch the kids. How
are they different in that setting from the way they are in school?
8. Write detailed reminiscence of your childhood - focusing on the
dynamics of your relationships with parents and other adults. Share it with a
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child - ask him to compare it with his experiences.
9.
Ask your students to collaborate in writing a test which you have to
take. Let them grade it. Share and compare feelings with them.
10. Spend a morning in a secondary school class. Ask permission to
teach the class. Compare these students' behaviors with those of the students
in elementary grades.
11. Pick a topic you consider to be useless, unimportant, irrelevant.
Construct an elaborate lesson on that topic - including a test. Try to sketch
out the unit from which the lesson would come. Now ask yourself how similar
that lesson is to lessons which are being taught in the classes in your school.
Take one of those lessons and trim it down until only the really meaty material
is left.
12. Make a contract with yourself to do all of the homework assignments
that you give to your pupils. Keep a diary of your feelings. Permit some
students to help create homework assignments. Use the criterion, "Is it fun?"
to judge assignments. Or the criterion, "Could this be done just as well in
school ?"
13. Attend a school board meeting. Take copious notes: Who said what,
what were the issues, what kind of relationships were there between members,
etc. Also, record your thoughts and feelings. How much was learning
discussed? Did children figure importantly in the discussion? What was their
attitude toward teachers? Imagine you were a member of the board. Describe
what you'd do.
135
14. Think of an idea of a concept which you feel is important for your
students to know. Spend several hours in the library researching as many
different opinions about that concept as you can find. Aim at finding out the
relevance of the idea to the lives of your students now, in the 70's, 80's,
etc. Then re-evaluate the importance of the concept.
15. Be a silent observer at teacher's lunch. Watch for attitudes,
non-verbal behavior, expression of feeling, use of jargon. What are the social
rules in that environment. On another day, try to participate. How are you
accepted or rejected ?
16. "In order to learn something we must change it to fit ourselves. "
Find two or three examples of this idea in your personal experience. Then
watch for it in your class.
17. Ask several teachers why they became teachers. Ask yourself.
Ask some kids who say they want to be teachers someday what they hope to
accomplish. Or, may be you have a better question to ask. Go ahead.
18. Ask a local teacher organization representative to tell you about
his organization. Ask about his personal history with the group. Pay attention
to his voice, gestures, animation. How does he seem to be feeling about what
he's saying? How often did children come up in his explanation?
19. Ride the school bus in the morning. Then in the afternoon. What
do children talk about on the bus in morning and afternoon? Watch their body-
language. What's being said non-verbally ? (See Body Language by Julius Fast.)
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20. Take recess with the kids. Use the playground equipment as the
children do. Don't be a teacher. What feelings are you aware of? How different
are they from these in the classroom? How could you bring some of those
feelings into the classroom?
21. Close your eyes. Your mind is a radio with nine stations: the
kindergarten and grades one through eight that you attended. Let your tuning
dial roam up and down the stations. Stop when you tune in on a really loud and
clear station. What's the program about? Is it happy, sad, friendly, terrifying?
What details come to mind? What's the content of the program? (Do this with
several other people. Discuss, share.) If you want to, repeat this activity
several times.
22. Ask several children what three changes they would make if they
were principal. Ask several parents the same question.
There are lots of variations possible with this exercise. How about
asking teachers ? Or asking several principals what changes they would like
to make but cannot? Compare these with your own list of desired changes.
23. Go to lunch with the children. Stand in line with them, eat the same
food, obey the same rules. Listen closely to the tone in the room. Listen
closely to your own thoughts. What do you find yourself thinking about, wishing
for?
24.
Gather a group of children to play a game in a classroom. Ask
-one of the children to play teacher. (They can take turns and each can get a
137
chance. ) You play student along with the rest of the children. Focus your
attention on those elements which the children give most energy to parodying.
Let yourself go - play teacher, too.
25. Gather a group of children to role play. Pretend you're in a class
and have all just been given your report cards. Everybody has at least one
failing grade.
Have a discussion about feelings relating to failure. Then read
Glasser's Schools Without Failure
, Engelmann's Preventing Failure in the
Primary Grades
, and/or Holt’s How Children Fail
.
26. Find the school rebel. Ask him what changes he would make in the
school that would enable him to feel comfortable there. What sort of gestures
and facial expressions does he use when he is talking about this ?
27. Gather a group of 10 to 20 fellow student teachers. Each
contributes $1.00 to a "kitty. " Split the group into two teams and have a
spelling bee. The winning team divides the kitty. Have a non-participant
observe the behavior of the players and give your group feedback. How does
competition work? How did the losers feel 0 What kinds of remarks are made
among players ?
28. Write a list of all the rules, both written and unwritten, that a
student must obey at various grade levels. Set yourself the task of obeying
every one of them for two or three days. As the grade levels rise, do the rules
change taking into account increasing student growth and maturity? Which rules
are you still obeying today ?
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29. Make a list of the people you love. Ask yourself, "Am I satisfied
with the length of this list ? What can I do to add more names ? Remove some ?
Am I satisfied with the way these relationships are going? Give the same
assignment to the class you're teaching. Compare lists and discuss.
30. Pretend that you are unsure about becoming a teacher. (Some of
you will not have to pretend too much.
) (1) Imagine yourself in some other
profession. Tell someone else about your imaginary work. (2) Then pretend
you are already a teacher. Describe your work to your listener. (3) Ask him
to feedback to your gestures, facial expressions, and voice tone and volume,
in each exercise. What clues to your inner feelings do you find? (Playing this
before and after practice teaching and keeping a notebook might be helpful.
)
The student teacher might choose as many of these experiences that
fit his frame of reference as he feels necessary.
No one need choose all of them. The results of the experiences can
then be reported and shared with other student teachers. The results might be
communicated in any form one wished. (The more imaginative the better.)
These experiences are not intended to be the alpha and omega of the
building of awareness. Instead we see them as stimuli for the creation of new
exercises keyed specifically to each individual setting. Supervisors and others
are invited to alter these exercises or create their own.
Some will be really relevant to particular student teachers. In our
experience with them, some exercises were seen by student teachers as central
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to their training. Other student teachers were only partly affected, if at all.
What was important was the opening of thinking and experience in a new and
uncharted area. Our student teachers were learning very different,
particularistic things they felt like pioneers discovering children and themselves.
The authors would appreciate hearing of variations on these exercises,
new exercises, and experiences people had in trying them.
APPENDIX II
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evaluation and the philodendron
Frederick H. McCarty
A Parable
There once was a young plant named Herbie who lived in a pot ot
earth in a greenhouse. Herbie had a problem: he never quite got the right
amount of water nor of sun nor of fertilizer.
There seemed a communication barrier between Herbie and the gardener.
No matter how hard Herbie tried, he couldn't get the gardener to understand
his needs. Not that the gardener was unsympathetic, because, when the gardener
gazed around the greenhouse and happened to notice Herbie, the gardener would
shake his head sadly. "Why doesn't that philodendron respond to all the attention
I've given it?" he would ask himself. Sometimes he would prune Herbie or move
his pot around to a different location.
But the gardener had commitments to his other plants and was very busy
tending them.
Every few days the gardener would examine each of the plants and judge
them of their growth. Some he would prune; some he would give more water.
To others he would give a favored position in the racks nearest the windows. At
these times, Herbie noticed a curious thing: the greener the others got, the more
attention and loving care the gardener seemed to give them; the paler and yellower
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that Herbie became, the closer to the back wall his pot was moved.
In time Herbie's seed-mates far outgrew him. Their leaves were
bright and shiny green - in sharp contrast to the pale sere leaves which covered
Herbie so scantily.
One day, the gardener with a perplexed and disappointed look, took
Herbie out of his pot and put him in the trash barrel. Later that day a little
girl wandeied by and picked him out of the garbage.
She took him home and carefully planted him in her window box. She
gave him lots of sun and just the right amount of water and plant food. After a
while Herbie began to turn green. The little girl had recognized that Herbie
was really an ivy.
Evaluation and Learning
In schools many children experience evaluation much as Herbie did in
his greenhouse. The creation of arbitrary goals for children and even more
arbitrary methods of evaluating their achievement, are the "root" causes of
many so-called learning disabilities.
In addition, there is often a wide gap between the stated purposes and
the real goals of teachers, administrators, and schools with regard to
evaluation. We are told, for example, that students are tested and graded,
promoted and demoted, in order to better help them achieve success. In this
vein, teachers rarely talk about diagnosing their own failures - the onus is
- almost always on the student. If teachers were really concerned about diagnosis,
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it would be logical to assume that their measuring devices would be followed by
a re-examination of their own processes. Also, rather than focusing on an
ambiguous grade, they would be concerned with examining the student's specific
areas of growth and non-growth. They would then formulate and implement a
plan for reteaching the areas the student had failed to comprehend.
Instead, we notice that many teachers enter their students' test results
in elaborate grade books and then go on to the next lesson, unit, or subject.
These grades are manipulated with great cleverness and complexity and are
used to determine student placement and promotion.
It seems ludicrous and a dereliction of duty for a teacher to pass a
student with a 70 and fail another with a 65. What is the objective difference
between these two grades ? Is the 70 student competent and the 65 student
incompetent? More importantly, in both cases, what is to be done about the
thirty to thirty-five per cent of the subject which the tests seemed to indicate
that these students did not know ? Would this teacher wish to be treated by a
doctor who passed with a 70 grade ?
Most of these problems occur in classrooms which are organized around
a large-group instructional model. In such a classroom the teacher and the
students seem to be locked into an inflexible schedule. If there were more time,
the teacher thinks to herself, I would reteach this child. If there were only
more time, I could help each individual student reach the limits of his own
"capabilities. But there isn't more time and the end of the grading period marches
143
inexorably closer each day. The teacher knows better, wishes to do better,
but feels great pressure upon her to complete the unit, the workbook, the
assigned material, by the designated date.
One major problem then with evaluation is that it is most often
terminal. That is to say, for whatever reasons, the learning becomes sub-
ordinated to its symbol, the grade.
Evaluation has become a channeling tool, a labeling process. Despite
the fact that grades and averages and test scores are merely abstractions,
teachers, parents, and students behave as if these abstractions were reality.
Using these tools the school divides the children into the smart, the normal,
and the slow, and the teachers, (as Rosenthal and Jacobson so shatteringly
describe in Pygmalion in the Classroom)
,
behave differently toward each group.
The parent uses the trends indicated on report cards as criteria for helping
his child select a vocation. And the child, trains to believe in these abstractions
more than he does in himself, strives mightily to fulfill their prophesies.
Evaluation is also used to motivate. It seems however that there is
only a limited number of students on whom it will have such an effect. The
terminal nature of evaluation eliminates much of the motivating quality which a
more diagnostic procedure would seem to retain. Evaluation, unlike diagnosis,
invokes the force of history. A good diagnostic process would not have any
built-in penalities for previous failures, but would be constantly focusing on the
identification and treatment of learning problems. On the other hand, evaluation
"does have inherent penalities. After a student has failed his fifth quiz in the
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second month of the semester, he often feels that no matter how hard he tries
he can never raise his grade average to a passing level. The mathematics of
his history has doomed him. Often he gives up at this point and, at best, only
works in a desultory fashion. It seems as though only those who still have
confidence in their ability to succeed can derive any benefit from evaluation as
a motivating tool.
Leslie Hart, in The Classroom Disaster
, speaks of a phenomenon he
terms the "educational curtain. " His notion is that evaluation is used as a
screen to protect the teachers from the scrutiny of the parents and the community.
Grades and cumulative indexes having been sold as the important end goal of
education, and the parents having no clear criteria for judgment, it becomes
easy for educators to convert the school's failure into the child's failure by a
simple stroke of a pen. It is not enough to merely shift to the students most of
the blame foi failure, educators also use the evaluation game to accredit
themselves. By setting tacit limits on passing and failing, the schools can
manipulate their own reputation. "Our school sends 60% of its graduates on to
college. " One is not supposed to ask about all those who were flunked out in
order that the school be able to make that statement. One might also note here
that, while most of the financial support for education is derived from the whole
community through taxes on income and property, much of the expenditures
for special programs are apparently made in special programs for the
intellectually elite. Who ever heard of a scholarship for the stupid or for the
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failures ? Evaluation is consequently a strong contributor to anti-democratic
elitist trends in our society.
Guidance counselors play at fortune-telling, predicting children’s
entire futures on the basis of a few numbers written on record cards. I was
told, while a junior high school student, to pursue a career in the manual trades
because it was clear from my low grade average that I would never succeed.
Others, who by some unlucky fluke score highly on a few tests, were pressured
toward careers far beyond their capabilities and were doomed to years of
frustration and guilt trying to live up to the image created by the testing. Despite
all the courses in tests and measurements which school men must labor through
to achieve their advanced degrees, they still behave as if they believe in the
near infallibility of tests and testers.
The infallibility of evaluation, in their minds, leads to the denial of
their own experience. When a student whom they have previously marked as
destined for ceitain failure achieves success, it is often ascribed to some near-
miraculous external intervention rather than raising questions in their minds
about their evaluation processes.
School failure has become a naturally cataclysmic in its consequences.
The "track” a child is placed in during his public schooling; the way his teachers,
his peers, and his parents behave toward him and the career he is permitted to
enter are the consequences which form a minefield through which the child must
make his way in school. Let us consider for a moment an alternative model. A
146
child outside of school works at his hobby building model airplanes. When he
succeeds the reward is inherent in the activity: the true and beautiful flight of
his creation and the admiration of his peers and parents. When he fails, the
consequences are a broken plane and disappointment. He can learn from this
failure and build a new and improved model. He can read a book or seek the
advice of a more experienced hobbyist. No record cards are made out, no
average is calculated. This is natural learning: the failures and the successes
are only moments in an on-going process. Such an educational model is only
built in to the schools under the heading, ’’extracurricular activities.”
Evaluative orientations can have pernicious effects on both student and
teacher behavior as well as on human interactions within schools. Apple
polishing, cramming for exams, plagiarism, elaborate systems for cheating,
tattling, and vicious competition for teacher attention are but a few of these
negative side -effects.
It seems to me that the most serious loss occasioned by evaluation is the
loss of genuineness between people. Students in competition with each other have
to be wary of, instead of open with, their peers. They must be careful of what
they say to the teacher who might be adversely influenced by any comment no
matter how casual. Everything done or said must be checked against the
question, "will it impress him?” Even in so-called "socialized classrooms,"
the students may only pretend that they are conversing with each other while in
reality they are playing out roles to satisfy the teacher.
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Much student effort seems to be expended on the achievement on the
appearance of learning, for it is only the appearance that is evaluated. Almost
no teacher-devised test actually attempts to explore the transfer of learning,
depth of insight, or changes of behavior. A successful graduate can be easier
said to be an accomplished actor than an insightful scholar or a competent do-er.
Students learn early to substitute the goal of getting good grades for the goal of
learning well
. I have had a number of students who said to me, "I learn before
9 A. M. and after 3 P.M. ” There is little evidence to suggest that our schools
do much to develop their graduates' processes for achieving adequacy.
During my last year as a high school teacher, evaluative activities took
up twenty-one days out of a hundred and eighty-three day school year. It is
difficult to estimate how much teacher and student time prior to these exams
was spent in preparation for them. One can only conjecture what the effects
would have been if we had been able to spend twenty-one additional days on
learning and on getting to know each other.
Perhaps as a consequence of my romantic outlook or of my experience
teaching elementary and secondary students, I feel compelled to interpret the
failures of students as primarily the failure of schools and teachers. When I
view the excitement and life, the questing and questioning, the explosive as
well as gentle vibrancy in a primary class, and walk a few hundred yards to a
twelfth grade class in the same community and sec the bored, blank, and
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cynical expressions on those who have received the full benefit of that community's
training program, the implications seem clear. I find it hard to believe that
such changes are inherent in the nature of children.
When I taught twelfth grade, I found it hard to justify failing a student
in my "slow” class who had been so successfully niggerized by twelve years of
education (see Farber's The Student As Nigger ). Surely my job with him could
not be to further reinforce that destruction.
In the period of my teaching in which I did give grades and quizzes (I
usually gave higher grades than the school's norm), I had several students who
were shocked, dismayed, and even angered when I gave them a grade higher
than the one they were taught to expect. "No, that's not right, don't you see?
I've always been a 70 student in English. I don't deserve an 85." There was
some resentment and even fear. "How will I ever explain this grade to my
mother ? Either she'll punish me again for all my previous 70's or she'll expect
nothing but 85 's from me from now on. " So a fallible system of abstractions
becomes translated into an endless cycle of human limitations. The student
feels she has been stamped indelibly by her grade point average.
When we persuade students to abandon their innate sense of self and to
introject our goals and linear mechanistic thinking we can not at the same time
promise him safety. Even in the most rigid school, where curricula may be
prescribed on a day-to-day basis, the variation between instructors' expectations
is usually substantial. Teacher A insists that the more novels read the better
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educated the student. The grades he gives reflect this philosophy. The students
learn to meet his expectations or be penalized. They read many books
hurriedly, often seeking refuge in commercially prepared sets of notes. If,
in the following year, the students enter teacher B’s class, they are lost. For
teacher B's philosophy is that it is the depth of the reading which determines
quality rather than the quantity of the books read. Those who have internalized
teacher A's lesson too well may have great difficulty in learning to meet teacher
B's criteria. Assuming that a student behaves in essentially similar ways in
both teachers classes, that student would be alternately rewarded and punished.
How confusing this must be.
Such problems occur when our evaluation systems are based upon
teacher-selected goals and criteria. If we accept the phenomenological point
of view in which students are conceived of as differentiating their own goals from
their individual perceptual field, then this teacher dominated structure shows
contempt for the uniqueness of the human beings who are temporarily called
our students. If we must evaluate, we must do so in relation to the student's
unique perceptual frame and his singular ways of achieving and perceiving his
own goals.
The School as Hospital
It may be helpful in understanding certain behaviors of school personnel
to pretend that they see the institution in which they work as something other
- than a school. It seems most relevant in a discussion of evaluation to use a medical
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metaphor. Teachers often do use quasi-medical rhetoric. And, teachers
would like to be seen as professionalss like doctors and nurses.
Imagine that teachers secretly view themselves as doctors. Their
mission in life as they see it, is to cure a certain endemic disease called
ignorance. Their patients, the children, are visualized as sick organisms
needing treatment the very first day of school. Dr. Teacher's strategy is to
find the proper medicine for this disease. In many instances however, unlike
medical doctors, Dr. Teacher applies the same treatment to all of his patients
no matter what variety of the "illness" they possess. I suppose that I could
make a good case for this being one reason why education is so rarely seen as
a profession. We would think it odd behavior indeed if a medical doctor applied
a splint to every patient regardless of the lack of broken bones.
The tragedy of this metaphor is that it encourages the viewing children
as dysfunctional merely because they have not reached adult levels of knowledge
and maturation. Part of the mission of the teacher trainer should be helping
teachers see ignorance as healthy and the students' need to learn as innate.
The medical metaphor encourages the continued existence of evaluation
in its present forms because only the doctor knows when you're sick and how to
"cure" you.
Professional teacher behavior, when it arises from the medical
metaphor, is a least partially antagonistic to student growth because the
medical metaphor encourages teacher behavior which springs from an external
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goal and assessment system, external to the student and therefore, antithetical
to individualized learning.
The teacher who views herself as "curing" the ignorance of her
students may attempt to individualize by providing a number of "treatments."
She is not individualizing in fact because part of her strategy must be that she
analyze and categorize her students; illnesses and formulate numbers of treat-
ments. She will never catch up with the near infinite variety imposed by the
humanity of her students and their natural healthy learning processes. I have
seen teachers in this predicament resort to always
punitive stratagems to divert and channel her students away from their
infinitude and into one or more of the alternatives she has provided.
"Somebody's Got to Have Standards "
The aspect of evaluation most difficult to deal with is that of competence.
Evaluation is often put forward as the last bastion which defends the world (or
some institution within it) from the onslaught of incompetents. Each teacher,
from first grade up through the doctorate, view himself as the guardian of the
gate leading to the next level upward. This is an attractive and apparently
reasonable position which unfortunately has important flaws.
Each college is fed by many high schools and each high school has
many teachers. Each teacher's standards are unique and individual. It is
obvious, therefore, that given the wide variance of standards and the subjectivity
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of their application, even if a college only accepted "A" students as entrants,
there would still be a wide variation in their abilities and competencies. The
colleges responded to this challenge by creating special extrance exams. When
this proved to be insufficient, elaborate interviews and appraisals of extra-
curricular activities were added. Because it was recognized that the evaluation
procedures might exclude potential talent, numbers of special entry programs
have been devised. Each of these tends to subvert the "competency process"
as conceived in the testing grading sequence.
Some of the many factors preventing the standardization of evaluation
as measures of competence are: the disparate quality of schools and teachers;
the fallibility of testing; the plurality of goals and criteria held by the evaluators;
emotional factors in the relationships between students and those who evaluate
them. Therefore, those who set themselves up as the guardians of the gate,
can rarely defend this position on more than arbitrary grounds.
Even if a complex of truly accurate and predictive evaluative tools were
to be developed, they would still be only partly effective in keeping out the
incompetents. Few areas of endeavor have only one point of entry. People
denied entrance at one gate often seek and find another with differing standards.
I served as cooperating teacher some years ago for a young lady whom I judged
clearly inadequate to the task of teaching. I refused to give her a passing
grade and to give her a recommendation. I later discovered that she had managed
- to negotiate with her college supervisor for a passing grade. She promptly got a
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teaching position in a neighboring district. Not only was I unable to prevent
her entry into the profession, more importantly, I do not know whether or not
she is today a good teacher. My observation of her in my classroom did not
predict her future ability to garner adequate teaching skills.
The guardian of the gate often speaks of himself as being potentially
held responsible for the future behavior of those he is judging. "When this
person proves in years hence to be incompetent, will the world look back at me
in judgement?" The truth for me is that I can not take responsibility for anyone
other than myself. After having done for my students the very best that I know
how to do, they are on their own.
In addition, I refuse to be responsible for the laziness of others who,
when meeting my former students, choose to deal with them on the basis of
abstractions like degrees, grades, and certificates, and must therefore be
simultaneously ignoring the evidences of their own experiences and senses. We
all know people who have all the paper evidence of academic success and yet,
seem to us in our experience with them, to be incompetent. All medical doctors
in a community are not equally skilled though they all have diplomas framed
upon their office walls. The people in the community soon learn to distinguish
the good doctors from those who are not. Such judgements are made over long
periods of time by concrete experience.
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Licensing and Certificating
In a tribal culture or in a small community, accreditation, in any
formal sense, is largely unnecessary. Everyone knows what a good fisherman
Joe is and that Sam is a terrible car mechanic. In a larger, urban, alienated,
and highly mobile society where community has become most tenuous, caveat
semptor has proven to be unworkable. People who don't know you, but who
depend upon your services, must have some reliable methods for choosing you
from among your colleagues. In addition, the ever-increasing technological
complexity makes individual judgements of competence less reliable. Some-
times I can’t tell if the mechanic has fixed my car or not.
Unfortunately, at this point in time, we do not have accurate and
predictive methods of evaluation. For example, school administrators with whom
I've spoken indicated that neither the possession of a college degree and teaching
certificate, nor a high academic grade average was, in their experience, useful
criteria for the selection of new teachers. In essence, these administrators
depend for hiring decisions on pre -employment interviews and the inspection of
references. For decisions related to promotion and re-hiring, they had to
depend on their own observation of the teacher in action.
It would be beneficial if evaluative methods were perfected. The need
for them however is societal, organizational, and institutional. It is really
quite distinct from an individual's needs for maintenance and enhancement and
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for some tools for self-assessment in order to facilitate his own movement
toward adequacy.
But tne institutional need for an improved accrediting process can not
supersede the individual's needs for and right to growth. Where the two come
into conflict, neither's needs are served. Currently we are at war: the
individual perceives the institution as "They" rather than as "We"; it is not very
sinful to use any methods in order to gain a certificate of competence; the
institution sees the individual as a not-very-trusthworthy cipher from whom
the certificates must be safeguarded.
I would suggest, at least as an interim position, that educators take a
"leap of faith" and drastically de-emphasize (if not abandon entirely) the whole
business of evaluation and move in the direction of diagnosis and self-assessment.
APPENDIX III
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Information
On the following pages a number of statements about teaching are
presented.
You will recognize that the statements are of such a nature that there are
no correct or incorrect answers. We are interested only in your frank opinion
of them.
Your responses will remain confidential, and no individual or school will
be named in the report of this study. Your cooperation is greatly appreciated.
INSTRUCTIONS: Following are twenty statements about schools, teachers,
and pupils. Please indicate your personal opinion about each
statement by circling the appropriate response at the right of
the statement.
Strongly Agree - SA Disagree - D
Agree - A Undecided - U Strongly Disagree - SD
1 2 3 4 5
It is desirable to require pupils to sit in
assigned seats during assemblies. SA A U D SD
Pupils are usually not capable of solving
their problems through logical reasoning. SA A U D SD
Directing sarcastic remarks toward a
defiant pupils is a good disciplinary
technique. SA A u D SD
Beginning teachers are not likely to
maintain strict enough control over their
pupils. SA A u D SD
Teachers should consider revision of
their teaching methods if these are
criticized by their pupils. SA A u D SD
The best principals give unquestioning
support to teachers in disciplining
pupils. SA A u D SD
Pupils should not be permitted to
contradict the statements of a teacher
in class. SA A u D SD
It is justifiable to have pupils learn
many facts about a subject even if they
have no immediate application. SA A u D SD
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9. Too much pupil time is spent on guidance
and activities and too little on academic
1 2 3 4 5
preparation.
10. Being friendly with pupils often leads
SA A U D SD
them to become too familiar.
11. It is more important for pupils to learn to
obey rules than that they make their own
SA A U D SD
decisions.
12. Student governments are a good "safety
valve" but should not have much influence
SA A U D SD
on school policy.
13. Pupils can be trusted to work together
SA A u D SD
without supervision.
14. If a pupil uses obscene or profane
language in school, it must be considered
SA A u D SD
a moral offense.
15. If pupils are allowed to use the lavatory
without getting permission, this privilege
SA A u D SD
will be abused.
16. A few pupils are just young hoodlums
SA A u D SD
and should be treated accordingly.
17. It is often necessary to remind pupils
that their status in school differs from
SA A u D SD
that of teachers.
18. A pupil who destroys school material or
SA A u D SD
property should be severely punished.
19. Pupils cannot perceive the difference
between democracy and anarchy in the
SA A u D SD
classroom.
20. Pupils often misbehave in order to make
SA A u D SD
the teacher look bad. SA A u D SD
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Name
Birthdate
Occupation
— Date Sex
Age Marital Status: S M Sep D W
Education
_ Examiner.
INSTRUCTIONS: PLEASE READ CAREFULLY
The purpose of this questionnaire is to measure your ideas about important areas of living. You will be asked
to rate yourself, according to your own experience and feelings, on a total of twenty items. Each of these
items is simply a pair of opposite words, such as "good—bad", on which you will be required to give your
standing by placing yourself nearer to "good", nearer to "bad", or somewhere in between. You will be
asked to look at each pair of word-opposites in three different ways. These are:
1. SELF Concept (SC) This is defined as the way in which you see yourself, or how you would de-
scribe your own experience and feelings. Thus, if you were dealing with the opposite words "good
bad", you would have to decide WHERE YOU ARE on the scale between "good" and "bad".
2. GOAL Self Concept (GSC) — This is defined as how you would most like to be. Thus, if you were
dealing with the opposites "good—bad", you would have to decide WHERE YOU WANT TO BE on the
scale between "good" and "bad".
3. Perceived Responses of OTHERS (PRO) — This is defined as how you think other people see you. For the
opposites "good—bad", you would have to decided WHERE OTHERS SEE YOU on the scale, nearer to
"good" or nearer to "bad" or somewhere in between.
SAMPLE ITEM
The following pair of opposite words, "hard working—lazy", are provided as an example. Consider these
word-opposites and rate yourself in the three ways described above—SELF (SC), GOAL (GSC), and OTHERS
(PRO).
1 2 3 4 5 6 7 8 9
A. Hard-working SC SC Lazy
GSC GSC
PRO PRO
First, for the SC rating—make an X in one of the squares on the first line to indicate where you see your-
self as belonging between "hard working" and "lazy". Second, for the GSC—place yourself on the second
line of the scale (labeled GSC on both ends) according to where you would most like to be, between "hard
working" and "lazy". And thirdly, for the PRO rating—place an X in a square on the third line (labeled
PRO) according to where you think other people might rate you as being between 'hard working and
"lazy". Now you should have a total of three ratings for the sample item, an X on each line (SC, GSC,
and PRO).
If you have any questions at this point, please ask the examiner for help!
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cv. (SELF)—Where you are on the scale.
GSC (GOAL)—Where you want to be on the scale.
-RG (OTHERS)—Where others see you on the scale.
-
1 2 3 4 5 6 7 8 9
“T —;. Intelligent fruv.
SC Ignorant
GSC
PRO
GSC
2. Creative and
Oriqinal
SC
—
rKU
sc Not Creative
and Original
GSC
GSC
PRO
PRO
3. Physically
Attractive
SC
SC Physically
Unattractive
GSC
GSC
PRO
PRO
4. Successful
In Life
SC
SC Unsuccessful
In Life
GSC
GSC
PRO
PRO
5. Competent For
Many Jobs
SC
SC Not Fit For
Any Job
GSC
GSC
PRO
PRO
6. Friendly and
Warm
SC
SC Unfriendly and
Cold
GSC GSC
PRO PRO
7. Prefer Being
With People
SC SC Prefer Being
Alone
GSC GSC
PRO PRO
8. Good Relations
With the
Opposite Sex
SC SC Poor Relations
With the
Opposite Sex
GSC GSC
PRO PRO
9. Socially
Skillful
SC SC Awkward
SociallyGSC GSC
PRO PRO
10. Concerned For
Others
SC SC Not Concerned
For OthersGSC GSC
PRO PRO
1 1 . Happy SC SC Sad
GSC GSC
PRO PRO
12. Relaxed SC SC Tense
GSC GSC
PRO PRO
13. High Self-
Confidence
SC SC Lack Self-
ConfidenceGSC GSC
PRO PRO
14. Handle
Personal
Problems
SC SC Can't Handle
Personal
Problems
GSC GSC
PRO PRO
i 5. Alert and
"Active
SC SC Dull and
LifelessGSC GSC
PRO PRO123456789
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MSGO DISCREPANCY SCALE
HAND SCORING SUMMARY SHEET
Cards I, II, III
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SC (SELF)—Where you are on the scale.
GSC (GOAL)—Where you v/anl lo be on the scale.
PRO (OTHERS)—Where others see you on the scale.
If there are any comments you would like to make regarding any part of this examination, please do so
below:

